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ABSTRACT
Many primary school teachers experience disruptive behaviour from their pupils. This 
can lead teachers to feel intense unpleasant emotions and affect teacher effectiveness, 
motivation and job satisfaction. This in turn impacts on quality of teaching and can have 
a negative impact on the child’s social and academic development. In the present study, 
ten primary school teachers were interviewed about their experiences and understanding 
of disruptive behaviour. These were analysed using Interpretative Phenomenological 
Analysis (IPA). Five superordinate themes were identified, one of which is reported in 
this paper. This theme, “The Personal Impact of the Behaviour and its Perceived Effect 
on the Relationship” encompasses five subthemes: Emotional Impact and Perception of 
Behaviour; Perceived Control and Self-Efficacy; Competency and Experience; The 
Effect of Emotion, and Seeing an Improvement, on the Teacher-Child Relationship and 
Relationship between Child and Teacher Behaviour. These themes indicate the 
reciprocal nature of the teacher and child behaviour, the importance of understanding 
the emotions evoked by disruptive behaviours and how these affect teachers’ 
perceptions of the behaviour. The findings suggest teachers may benefit from 
opportunities to reflect on their emotional experience, which could facilitate greater 
understanding and more positive interactions with these children.
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1. INTRODUCTION
Approximately 40% of teachers in the UK leave the profession within five years 
of qualification (Kyriacou & Kune, 2007). The literature suggests the most common 
reason for this is job stress (Stoeber & Rennert, 2008) caused by student misbehaviour 
and factors outside the classroom such as lack of support from colleagues and parents 
(Sutton & Wheatley, 2003). Research shows that teachers’ understanding of children’s 
behaviour affects their emotional response. This has an impact on teaching quality, 
teacher behaviour and enthusiasm (Frenzel, Goetz, Stephens & Jacob, 2009).
1.1 Disruptive Behaviour as a Construct
A literature review, undertaken by the author in 2012, identified a lack of 
consistency when defining ‘problematic behaviour’, making it difficult to draw 
comparisons across the literature. The behaviour has been referred to as anti-social (e.g. 
Arbeau & Coplan, 2007), aggressive (e.g. Lovejoy, 1996) externalising (Henricsson & 
Rydell, 2004) and under-controlled behaviour problems (Weisz, Suwanlert, Chaiyasit, 
Weiss & Jackson, 1991). Wickman (1928) conceptualised the behaviour within a social 
construction framework, believing that it only becomes problematic when it conflicts 
with the rules or values of the individual witnessing it. The term ‘disruptive behaviour’ 
is used in this paper to reflect this social construction as it focuses on the impact the 
behaviour has on the witness, not just the nature of the behaviour. This definition could 
also encompass other behaviours that teachers might find challenging such as 
distracting others, interrupting and excessive talking, which are considered indicative of 
Attention Deficit Hyperactivity Disorder (ADHD: American Psychiatric Association, 
2013).
1.2 The Rationale for Conducting Research with Teachers
Disruptive behaviours can have a negative impact on children’s psychological 
well-being, development, relationships and academic achievements (Baker, Grant &
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Morlock, 2008; Longaretti, 2006; McPhee & Andrews, 2006). Although, the child’s 
main caregivers are often considered the most influential contributor to their early 
adjustment (Bowlby, 1969), research has shown relationships with teachers can act as a 
protective factor against negative long term outcomes such as school refusal and 
criminal behaviour (Gambone, Klem & Connell, 2002; Pianta, Hamre & Stuhlman, 
2003). The teacher-child relationship can also be qualitatively different to other 
relationships (Jerome, Hamre & Pianta, 2009). It is possible that teachers could 
influence the child’s model for future relationships (Buyse, Verschueren & Doumen, 
2011).
Disruptive behaviours are often present from a young age (Loeber, Wung, ' 
Keenan & Giroux, 1993) and teachers’ understanding may influence their decision to 
refer the child for further assessment, for example if they are concerned about ADHD 
(Abidin & Robinson, 2002). As such, teachers’ understanding of the behaviour can 
have far reaching implications for the child’s education and mental health.
1.3 Teachers’ Understanding of Disruptive Behaviour
Research consistently reports that teachers find behaviours which have greatest 
impact on others, most difficult to manage (Arbeau & Caplan, 2007) and evoke a high 
level of anger (Sutton, 2007). Lazarus and Folkman’s (1984) Transactional Model of 
Stress has been used to conceptualise the relationship between teachers’ appraisal of a 
situation, their perceived ability to cope and the emotion which arises from this. For 
example a teacher may see a child distracting others and initially appraise this as an act 
of rebellion. This is likely to evoke an emotional response, perhaps anger. However, 
on reflection they might re-appraise the situation and realise the child hadn’t understood 
the task, potentially leading to a different response. This model highlights the 
importance of understanding teachers’ appraisals in relation to their emotional and 
behavioural responses in the classroom. These ideas have been extended by Frenzel et
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al. (2009) to address other elements which might contribute to teacher understanding of 
behaviour, for example, classroom conditions, teaching goals and teaching behaviour.
Frenzel et al. (2009) found that classroom conditions influence teacher emotion 
and behaviour. For example, where teachers rated student performance, motivation and 
their own level of discipline highly, they were less likely to report anxiety and anger. 
This is supported by Maas and Meijnen, (1999) who found that where there are overall 
high levels of achievement in the class, teachers report feeling more able to manage 
disruptive behaviour. It is hypothesised this will impact on teacher’s perception of 
success. A further finding by Birch and Ladd (1997) suggests that in classrooms with a 
high level of conflict, behaviour is likely to be perceived as more disruptive. This 
research implies that context may have a significant impact on teacher appraisal and 
whether a child is labelled as disruptive. Frenzel et al. (2009) developed a theoretical 
model to conceptualise how these factors may influence teachers’ instructional 
behaviour (Figure 1).
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Figure 1. A model of reciprocal causation between teacher emotions, 
instructional behaviour and student outcomes. (Frenzel et al. 2009. p. 138)
Objective Classroom Conditions Overarching teacher ideals
Student competency Cognitive growth
Student motivational Engagement
engagement Development of social-
Student social- emotional skills emotional skills
Teacher perception of student 
behaviour
Is the child achieving?
Is the behaviour because they 
are not motivated / don’t want 
to learn?
Is the child being non- 
compliant or inattentive (lack of 
social-emotional skills)
Teacher goals for student 
behaviour
To allow the child to learn 
For the child to be motivated 
For the child to be compliant in 
the classroom (linked to social- 
emotional skills)
< -
Teacher Appraisal
Are the behaviours consistent with or conducive to my 
goals?
Do I have the coping potential to optimize my goals? 
Who is responsible for blocking my goals?
Teacher Emotions
Instructional Behaviour
Pleasant emotions may lead to use of teaching strategies which 
improve cognitive stimulation and engage students.
Negative emotions may prevent flexibility and creativity hence 
having a negative impact on student outcomes.
1.3.1 Teachers’ cognitive appraisals of disruptive behaviour. Frenzel et al.’s 
(2009) model links teacher appraisal with goal achievement. However, Weiner’s 
(1984) attribution theory relating to causality, control and stability has also been applied
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to understanding teacher emotion (Schütz & Pekrun, 2007) for example; teachers often 
report attributing disruptive behaviour to factors such as developmental stage (Arbeau 
& Coplan, 2007; Hudley et al, 2001) and poor problem solving skills (Norwich, Copper 
& Maras, 2002). These are beyond the teacher’s control but also subject to change 
(unstable) and may improve with intervention. Weiner (2010) suggests that when 
behaviour is seen as unintentional and not personally focussed, this also has an 
emotional impact; increasing hope that behaviour can change. Lovejoy (1996) provides 
further evidence for this; he found that teachers were less tolerant when they believed 
the child had some control over their behaviours. Cognitive explanations, for example 
finding the academic work challenging and medical conditions such as ADHD (Arcia, 
Frank, Sanchez-LaCay & Fernandez, 2000), may also be seen as outside the teacher’s 
control but considered stable. The cognitive appraisal may be that the behaviour is not 
deliberate and the child cannot be held responsible (Arbeau & Coplan 2007; Lovejoy, 
1996).
The research highlighted above is mostly based on responses to vignettes which 
it could be argued would not evoke the same emotional response. In contrast Arcia et 
al. (2000) used semi-structured interviews asking teachers about their experiences, 
which overcome some of these issues. They found some teachers attributed children’s 
behaviours to environmental influences, for example parental education, lack of 
discipline and lack of support from parents. Using Weiner’s (1979) theory, these 
attributions may be considered stable and outside the teacher’s control. Although the 
impact of this on teacher emotion is not known, Jerome et al. (2009) suggest that in 
these cases teachers are less likely to offer intervention. It might be hypothesised that 
teachers would see intervention as an ineffective use of time. There has been no further 
research to explore this.
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The model proposed by Frenzel et al. (2009) focuses on the significance of 
appraisal and emotion in the teaching methods used; however, there is also evidence of 
the impact on disciplinary behaviour. Sutton (2007) interviewed 30 teachers and 
conducted a diary study; he found teachers reported that anger lead to changes in their 
behaviour in the classroom. This is supported by Chang (2013) who found that the 
higher the intensity of emotion experienced by the teacher, the more likely they were to 
employ emotion focused strategies to manage the behaviour. Chang’s research 
highlighted the intrusive nature of appraisals of causality and control which made it 
difficult for teachers to focus and could led to the students becoming the target of their 
anger and finstration. In a rare study, Longaretti (2006) correlated interviews with 
teachers with classroom observations. He found teachers’ who reported appraisals 
relating to the child holding responsibility for their behaviour, were observed to be more 
likely to use strict boundaries and take an authoritarian approach to discipline. Linking 
this to Weiner’s (2010) and Chang’s (2013) research it may be hypothesised that the 
attribution of responsibility led to an emotional response which in turn may have 
influenced their behaviour. However, this is not explicitly addressed in the original 
research. These conclusions are tentative and need fiirther exploration, but highlight the 
role of emotion in disciplinary choices.
Through interviews with teachers (Longaretti, 2006; Spilt & Koomen, 2009) it is 
clear that negative affect, anger and feelings of hopelessness are evoked by disruptive 
behaviour. However, researching teacher emotion has proved problematic. Zembylas 
(2003) suggests that emotional rules and norms are embedded in school culture. Sutton 
(2007) supports this, finding that teachers were more likely to talk about experiences of 
frustration than anger. These rules can become a template by which teachers measure 
themselves and feelings of failure may emerge if the norm cannot be maintained. This 
can create difficulties when researching teacher emotion (Spilt and Koomen, 2009).
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS ' EXPERIENCES 11
1.3.2 Impact of disruptive behaviour on teachers. The impact of disruptive 
behaviour and the associated emotions on teacher identity is neglected in Frenzel el al.’s 
(2009) model although is highlighted in other research (Schütz, Crowder & White 
2001). Schütz, Cross, Hong and Osborn (2007) developed a theoretical model to 
consider the impact of emotion on teacher identity and beliefs about the self (Figure 2). 
Similarly to Frenzel et al. (2009) they identify the role of teaching goals, context, 
cognitive appraisal and emotion.
Figure 2. Social, historical and contextual influences on transactions. (Schütz et al., 
2007, p. 225).
Activity setting 
constrains and 
opportunities 
related to 
transaction
Teacher identity 
Teacher selves
Confirm or 
challenge old 
beliefs
Emotional episodes
Beliefs related to transactions
Goals and standards related to 
transactions
Cognitive appraisals / 
processes regarding 
transactions
However, Schütz et al. (2007) suggest that unpleasant emotions threaten 
teachers’ identity by challenging their existing beliefs, for example about whether they 
are a good teacher. Doumen, Verschueren and Buyse (2009) provide some evidence 
which supports this. Their findings led them to hypothesise that disruptive behaviour
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affects teacher identity by threatening their perception of control. Further support for 
this comes from Carlyle and Woods (2002), who also found a link between unpleasant 
emotions and a loss of identity, although not specifically with teacher populations. The 
link between children’s behaviour, teacher emotion and perceptions of identity has been 
sparsely explored, yet may provide valuable insight in understanding teacher experience 
of disruptive behaviour.
1.3.3 The impact on the teacher-child relationship. Neither Frenzel et al. 
(2009) or Schütz et al. (2007) consider how the experience of disruptive behaviour may 
affect teacher’s perception of their relationship with the child. There has been a recent 
focus on teacher-child relationships as the benefits of warm and close relationships with 
teachers (particularly for children who behave disruptively) has been established 
(Hamre & Pianta, 2005; Meehan, Hughes & Cavell, 2003). However, the emotions 
evoked by disruptive behaviour can make these relationships difficult to achieve.
The Teacher Relationship Interview (TRI, Pianta, 1999) was developed to 
explore teachers’ narratives about their relationship with specific children. Each 
interview is coded according to seven constructs derived from previous literature 
including; compliance, achievement, secure base, agency, positive affect, negative 
affect and neutralising negative affect. Using this measure Stulman and Pianta (2002) 
found that teachers who perceived children to be less compliant reported less positive 
affect and expressed more negative affect, which is consistent with previous findings 
linking teacher emotion to goal achievement. However, Spilt and Koomen (2009) 
found teachers’ narratives relating to children who showed less compliance, also 
contained positive affect and positive interactions. They suggest that positive affect led 
teachers to feel they were more able to help these children. This is the only research to 
suggest that even in the presence of non-compliant behaviour; teachers can retain 
positive emotions, which may affect their behaviour towards the child. The TRI was
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the first tool to recognise how teacher narratives about their relationship with the child 
affect their perception of the behaviour and their emotional and behavioural response. 
Unfortunately, the TRI neglects information which might relate to the impact of the 
behaviour on teacher identity and beliefs.
An alternative measure is the Student-Teacher Relationship Scale (STRS, 
Pianta, 2001), which has been extensively used in this field. It extends the idea of 
teacher narratives and aims to access teachers’ mental representations of their 
relationships with children. It is a self-report questionnaire which measures three 
constructs of relationships, characterising them as close, confiictual or dependent. The 
conflict construct is based on how the teacher perceives the child, with items such as 
“This child and I always seem to be struggling with each other” and “When this child is 
in a bad mood I know we are in for a long and difficult day”; it does not specifically 
access the teacher’s emotional state. However, there is consideration of the impact on 
the child, for example “This child remains angry or is resistant after being disciplined” 
and “The child’s responses towards me can be unpredictable or change suddenly”. 
Another additional consideration is the teacher’s perception of how the child may view 
them, for example “This child sees me as a source of punishment and criticism” and 
“This child feels I treat him/her unfairly”. This implies a reciprocal relationship 
between the teacher’s perception of the relationship and their perception of the child’s 
experience, although this is not fully explored. Given Zembylas’ (2003) recognition of 
the emotional norms for teachers it is possible that teachers feel unable to answer these 
questions honestly. In addition, items relating to the child’s perception may challenge 
teacher’s beliefs about themselves which could have an impact on their identity (Schütz 
et al., 2007) and affect their perception of the relationship. This is not considered in the 
STRS.
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Much of this research is based on ideas from attachment theory (Bowlby, 1979) 
which has provided a framework to help researchers understand the importance of 
relationships (see Sabol & Pianta, 2012 for a more detailed review). However, both the 
STRS and TRI may be criticised for focusing on the individual and minimising 
contextual factors. Other theories which have been developed to understand teacher 
experience of behaviour recognise that both child and teacher are embedded in distal 
and proximal influences, such as personal experience and classroom environment 
(Frenzel et al. 2009; Schütz et al. 2007).
Much of the current research points to the reciprocal nature of teacher emotional 
experience, identity and behaviour. However, it has yet to consider how teachers 
believe this affects the teacher-child relationship.
1.4 A Method for Understanding Lived Experience
Interpretative Phenomenological Analysis (IP A) aims to explore the 
participant’s experience by engaging in a process of “systematically and attentively 
reflecting on everyday lived experience” (Smith, Flowers & Larkin, 2009, p.33). The 
technique has three main theoretical underpinnings; it is phenomenological (interested 
in participants’ perception of a specified event), interpretative (recognising the 
researcher’s role in making meaning from the event) and ideographic (privileging the 
individual experience) (Smith, 2004). It is related to cognitive psychology and social 
constructionist approaches through its recognition of language in making meaning from 
experiences. By taking a phenomenological position I do not aim to capture the 
objective ‘truth’ of the behaviour (Smith & Osborn, 2008), instead focusing on the 
participant’s interpretation of it. Unlike a structured interview such as the TRI, which is 
based on previous knowledge and assumptions, IP A is flexible, enabling the researcher 
to follow the participant’s account and uncover unanticipated themes.
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1.5 The Case for an Exploratory Study
Teachers attribute disruptive behaviour to many factors which may influence 
their emotional experience and mental representation of their relationship with the child. 
Research suggests this can impact on their teaching style, beliefs about themselves and 
response to the child in question. However, these elements are often seen as discrete 
entities and taken out of the ‘real world’ context. The two theoretical models which 
have been discussed identify the link between cognitive appraisal and unpleasant 
emotion and link it to teaching style and teacher identity. Both models aim to 
conceptualise theory but have not been extensively used in the literature. The Frenzel et 
al. (2009) model has been developed to think about teacher behaviour in the classroom 
whereas the Schütz et al. (2007) model considers the impact of emotion on teacher 
identity. Neither model considers teacher disciplinary response to the behaviour nor 
how emotion and perceived threat to identity might affect their narrative about their 
relationship with these pupils. Correlational data suggests that when teachers’ 
perception of their relationship with the child is one of conflict, the child will often have 
poorer outcomes. There is some indication that teachers can feel close to these children 
despite the perception of conflict in the relationship. However, at present not enough is 
known about these areas or their interaction to understand them fully, therefore an 
exploratory study may be beneficial.
1.6 Research Aims
This research seeks to add to the existing literature by taking an inductive 
approach to teachers’ experiences using fPA, allowing them to identify the ‘real world’ 
difficulties they face in working with these children. It is hoped this study will provide 
greater insight of the multiple facets of teachers’ experience of disruptive behaviour and 
the effect on their perception of the teacher-child relationships. This will offer a
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direction for future research, and may inform development of training and intervention 
in schools.
1.6.1 Research question. How do teachers experience disruptive behaviour and 
how does this affect their perception of their relationship with the child?
2. METHOD
2.1 Design
Interpretative Phenomenological Analysis (IPA) was chosen as the design for 
this study as it enables in-depth exploration of participants’ experiences (Smith et al., 
2009).
2.2 Research Participants
Primary school teachers were invited to take part if they had experience of 
disruptive behaviour in their classroom. No further definition of disruptive behaviour 
was offered, appreciating that all teachers would perceive behaviours differently.
Although an IPA sample should be homogenous (Smith & Osborn, 2008) it was 
difficult to establish the key areas for homogeneity given the lack of research in this 
field. There is no research to suggest that age of pupils, teacher age or gender 
influences understanding of disruptive behaviour. However, there is some evidence that 
trainee teachers differ from more experienced colleagues when rating severity of 
behaviour (Kokkinos, Panayiotou & Davazoglou, 2005; Lovejoy, 1996). With this in 
mind it was stipulated that the participants should have at least one year of teaching 
experience. Teachers who had additional training in this area were excluded from the 
sample. Teachers were recruited through purposive sampling (Smith et al., 2009) and 
all taught in schools of a similar size, located in suburban areas in the South of England.
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2.3 Procedure
Three schools were identified through contacts of the research team and were 
sent a letter to gain consent to approach their teachers to take part in the study 
(Appendix A). The study was given a favourable ethical opinion from the University of 
Surrey, Faculty of Arts and Human Sciences Research Ethics Committee (Appendix B). 
I (or an identified contact in the school), introduced the research to the teachers in a 
staff meeting. All the teachers were given an information sheet (Appendix C) and 
expressed their interest in participating to the contact in school.
2.3.1 Data collection. Ten teachers volunteered to take part and interviews 
were conducted in quiet rooms in school. Each participant completed a demographics 
questionnaire (Appendix E) this data is presented in Table 1. Each interview was audio 
recorded and lasted between 40 and 70 minutes.
2.4 Ethical Considerations
2.4.1 Informed consent. All participants were given information about the 
study and were invited to ask any questions prior to the interview. There was no 
obligation to take part and participants could withdraw from the study up to the point of 
the research being written up and submitted to the University for marking. All 
participants signed a consent form (Appendix D).
2.4.2. Confidentiality. Participants were informed that their personal 
information would be altered or omitted from the final study to protect confidentiality 
and although their comments would be used they would be anonymised with 
pseudonyms. All data was processed and stored in accordance with the Data Protection 
Act 1998.
2.4.3 Risk assessment. As all the interviews occurred in schools, risk was 
assessed as low. Child safeguarding was raised in the information sheet and verbally
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before the interview. If they disclosed any information that indicated a risk to 
themselves or others, then confidentiality would be broken and relevant agencies would 
be informed.
2.4.4 Emotional distress. Participation in this research was not envisaged to 
invoke high levels of distress. All participants were offered the right to terminate the 
interview at any point or refuse to answer any questions. They were fully debriefed and 
provided with information about local support (Appendix F). None of the participants 
reported any distress following their interview.
2.5. Interview Schedule
A semi-structured interview schedule (Appendix G) was developed in 
consultation with two teachers and other researchers. The interview was constructed 
around three main areas:
1. Experiences of disruptive behaviour.
2. Understanding of the behaviour.
3. Perceived relationship with the children.
2.6 The Participants
Table 1 Demographic Information
Name ^ Number of years of 
teaching
Key Stage
Alex 10-15 2
Ali 5-10 2
Charlie 15-20 2
Chris 20+ 2
Jo 1-5 2
Lou 5-10 2
Lyn 5-10 1+2
Nicky 5-10 1
Pat 1-5 2
Sam 5-10 1+2
Notes f Names are pseudonyms.
' Key stage 1 refers to children aged between 5 and 7years, 
Key stage 2 refers to children aged between 8 and 11 years.
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The group consisted of nine women and one man; this is reflective of the gender 
bias in primary school teaching (Department for Education, 2011). Several gender 
neutral pseudonyms have been used to anonymise the male participant and female 
pronouns will be used when discussing the results, to protect his identity. All 
participants identified as White British.
2.7 Data Analysis
2.7.1 Procedure. I transcribed each interview verbatim allowing me to become 
familiar with the data. At this stage pseudonyms were allocated and identifying 
information was removed. The audio recordings were destroyed at the end of the 
analysis. Each transcript was analysed using the following steps (Smith et al., 2009):
1. Reading and re-reading.
2. A line by line analysis (Appendix H).
3. Developing emergent themes.
4. Grouping emergent themes (Appendix I).
In a fifth stage, themes from each transcript were compared to look for patterns across 
cases and develop superordinate themes. At each stage of the process the analysis was 
shared with the research team, and discussed with peers to check the interpretation and 
consider new ideas.
2.7.2. Credibility and quality. Although there are no fixed criteria to assess 
credibility and quality in qualitative research, Yardley (2000) presents four broad 
principles for consideration. Her first principle is “sensitivity to context”, which 
recognises the need to be sensitive to the current literature and to the participant’s 
experience. A review of the literature was conducted and the research question 
developed from this. Sensitivity to the data was achieved through the presentation of 
the themes and quotes which enable the reader to check the interpretations against the 
original accounts.
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The second principle, “commitment and rigour” is demonstrated through the 
careful selection of participants, use of in-depth interviews, and systematic analysis of 
the material. Each theme is drawn from the interviews of several participants yet 
recognises how individual experiences may diverge from the theme.
Yardley’s third principle, “transparency and coherence” refers to the clarity of 
the research process and suitability to the methodology. I aimed to achieve this through 
communication with other researchers and using illustrations from the participants in 
the analysis.
The final principle is “impact and importance” which was achieved in the 
additional insight this study provides. The findings could be used to influence training 
and support for teachers which in turn would have a positive impact on their 
relationship and interactions with children whose behaviour is considered disruptive, 
and improve the child’s well-being.
2.7.3 The researcher perspective. It is not possible to exclude the 
researcher’s experiences when conducting qualitative research. However, through the 
process of refiexivity, I aimed to be aware of my experiences and bracket those (Giorgi 
& Giorgi, 2008) during the process of data collection and analysis. I have included 
some of my personal reflections below to help contextualise the findings.
I have experience of working with children whose behaviours are seen as 
disruptive through my clinical placements and work with a Youth Offending Service. I 
have friends and family members who work in schools. Through these experiences I 
have developed ways of understanding behaviour and have strong beliefs about the 
importance of early interventions. My inclination was to try to understand the 
behaviour of the children the teachers referred to and I reflected on how my role as a 
clinician was different to that of a researcher. I noted down my own understanding of 
the behaviour as a way of bracketing this from the interpretations. I was also aware of
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the child’s perspective in several accounts, particularly those where I perceived the 
behaviour management techniques to be punitive or humiliating. I noticed my own 
response to these accounts was initially judgemental and emotional, however, through 
discussion with research peers; I was able to bracket these responses and develop my 
empathy with the participant.
3. RESULTS
The current study explored primary school teachers’ experiences of disruptive 
behaviour and their perceptions of their relationships with those children. The data was 
analysed using IPA which revealed five superordinate themes which are presented in 
Table 2.
Table 2 - Superordinate Themes and Suhthemes
Superordinate Theme Subthemes
1. Understanding Behaviour: 
The Psychological State of 
the Child.
• Child specific factors.
• Taking responsibility.
• Life events.
2. Diagnostic Labels 
(ADHD): The Benefits 
and Challenges.
• Difficulties of getting a diagnosis.
• Diagnosis gives reassurance.
• A framework for understanding.
3. Carer Contribution • Working together.
• Parental expectations.
• Parental attitudes.
4. The Behaviour within a 
Wider Context.
• Supporting other children.
• Teacher’s resources.
• Expectations on teacher.
• Cultural expectations.
5. The Personal Impact of 
the Behaviour and 
Perceived Effect on 
Relationship.
• Emotional impact and perception of behaviour.
• Perceived control and self-efficacy.
• Perceived competency and experience.
• The effect of emotion, and seeing an 
improvement, on the teacher-child relationship.
• Relationship between teacher emotion and 
behaviour.
Themes one to four broadly focus on making sense of the behaviour and finding 
explanations for it. These themes will be briefly outlined before moving to theme five.
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which addresses the impact of the behaviour on teachers and how they feel that this 
affects their relationship with the child. This will be the main focus of the paper.
In this study teachers described different attributions about the behaviour which 
broadly fit into the themes of the Understanding Behaviour: Psychological State of 
the Child, Diagnostic Labels (ADHD): The Benefits and Challenges and Carer 
Contribution. Child specific attributions were generally seen as transient and outside 
the child’s and teacher’s control, for example developmental stage, lack of social skills 
or significant life events. When there was no obvious explanation for the behaviour, 
some of the teachers started to consider diagnostic labels such as ADHD, which were 
again seen as outside the child’s and teacher’s control, however, a diagnosis helped 
provide reassurance to the teacher. Teachers of younger children were more sceptical 
about diagnosis and described the difficulties of disentangling ADHD type behaviours 
from typical development. Carer Contribution also encompassed environmental factors 
such as boundaries at home, carer attitudes to education and carer relationships with 
teachers. Teachers identified that the quantity and quality of communication with carers 
often decreased and became more negative as children aged. Some carers were 
perceived to be defensive and where there was conflict in the teacher-parent 
relationship; teachers described feeling finstrated and helpless in dealing with the 
behaviours. The Behaviour within a Wider Context recognised some of the 
contextual and cultural influences teachers consider when dealing with disruptive 
behaviour.
While all five themes potentially make a useful contribution to the literature, the 
focus of this paper is the personal impact of the behaviour, which was chosen due to its 
explicit link with appraisal, teacher emotion, teacher-child relationships and teacher 
behaviour. By understanding the personal impact on teachers and how this might affect
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their behaviour, it is possible to think about interventions which could have a positive 
impact on both the teacher and child.
3.1 The Personal Impact of the Behaviour and its Perceived Effect on the 
Relationship
This theme focused on the emotions evoked for teachers by disruptive behaviour 
and how this interacts with their appraisals of the behaviour and their response in the 
classroom. It brings together ideas about teacher behaviour from Frenzel et al.’s (2009) 
model and the impact on identity from Schütz et al. (2007) model. Within this theme, 
five subthemes were identified and are explored in detail in the following sections.
3.2 Emotional Impact and Perception of the Behaviour
Similarly to previous research, the teachers commented that disruptive 
behaviour could evoke difficult emotions, such as fear, frustration and resentment. The 
analysis of the accounts suggested the emotions changed as more experience of working 
with the child was gained, possibly because teacher’s perception of their ability to cope 
was reinforced.
“You feel that you don’t want that child in your class because it’s putting more 
difficulty on your job as a class teacher and it makes you feel resentful towards them.” 
Lyn found that managing behaviour came to demand more attention than teaching; 
which was interpreted as a threat to her teaching goals and identity. This was also 
reflected by Lou; “ . . . I  would have spent hours planning a lesson and then you’d get two 
or three children being disruptive and you just felt like all that work you’d done had 
been wasted”. She demonstrates how the behaviour creates emotion but also interacts 
with her level of motivation. Additionally, emotions can have an impact on information 
processing ability, leading to more rigid thinking and less creativity (Brackett, Palomera, 
Mojsa-Kaja, Reyes, & Salovey, 2010). This may become a reciprocal relationship 
between lower quality teaching and disruptive behaviour.
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A farther emotional demand identified is teacher’s responsibility for other 
children’s development. Jo highlights how difficult it is for teachers to reconcile the 
goals of helping each individual whilst supporting the whole class. Although the 
participants did not link this directly to their emotional response, I suggest this 
predicament is likely to cause distress for the teacher.
I did have divided loyalties because I knew that he was leaving other 
children feeling really upset and anxious as well.... I couldn’t serve both 
purposes at the same time, you know and in the end the system kind of had 
to come down on one person’s side or another (Jo).
Jo’s account suggests she faced a dilemma; her use of the term ‘side’ alludes to the 
pressure of being unable to meet the needs of the individual child and whole class. This 
image suggests there has to be a sacrifice, a winner and a loser, which will have a 
significant impact on the child in the 'loser' position. It does not appear to be a decision 
which is taken lightly and may be in conflict with the teacher's goals. The teachers also 
recognised that extra intervention with one child could be beneficial but the context and 
restraints of the role may not allow for this. Pat illustrates this; “.. .although I needed to 
work with him; I shouldn’t be with him constantly.” This may cause additional 
frustration.
3.3 Perceived Control and Self-Efficacy
Control was discussed in multiple contexts. Teachers spoke about the 
importance of maintaining control. Alex spoke about how loss of control could affect 
the behaviour of other children, “...if  children feel that you are being unfair, you get a 
lot of resentment ... others start thinking, well if he gets away with it. I’ll get away with 
it.” An alternative function of control was to provide a safe learning space. A goal 
identified by Sam, was to create a place of safety from which children felt confident to
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explore and learn. She recognised that some children "... don't have a steady home life; 
this has to be their steady place. It has to be where they feel secure, where they know 
what is going to happen every day.” This indicates a clear role for consistency and 
predictability, indicating how school may be a more positive environment than home. A 
further interpretation is that being in control creates a place of safety for teachers in 
which they too feel confident and able to fulfil their role.
The second aspect of control was the impact it could have on teacher identity. 
For example Alex felt “that sending a child out was like defeatist... you’ve lost control 
of that child.” The term defeatist conjures images of a fight for control where the child 
is challenging the teacher and the teacher attempts to take a position of dominance. In 
contrast Chris seemed more assured as the adult in the situation seeing this as an 
implicit position of control, not one which has to be fought for: “You've always got to 
remember in your head that a) you are the adult and b) you are the one in that's in 
control.” Chris felt she could take control of the situation by changing things around 
the child, whereas Alex expressed a need to control the child. Chris was one of the 
more experienced teachers in the study and it could be suggested that her position is 
reflective of her identity as a teacher and her ability to control the situation even if the 
child continues to behave disruptively.
In contrast Jo described a sense of helplessness when faced with disruptive 
behaviour. “They [the other children] didn’t really know how to cope with that and 
admittedly I didn’t either, so I just ignored it”. This appraisal of not knowing what to 
do leads her to do nothing which may evoke into feelings of ineffectiveness and 
subsequently threaten her identity as a teacher.
3.4 Perceived Competency and Experience
Some teachers described how early in their career, disruptive behaviour was 
appraised as a personal failure. However, as they gained more experience they were
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able to consider other explanations. Jo, one of the least experienced teachers in the 
sample commented; “I’ve never really got to the point where I’m able to sort of think ... 
it’s not reflection on me ... It still feels like a real failure...” She appears to be making a 
causal attribution (Weiner, 1979) seeing it as a personal failure. However she implies 
that experience will lead her to move from this to consider other explanations of 
causality. Feelings of failure are likely to have an impact on Jo’s identity and affect her 
self-belief and sense of competency.
Lou recognised how her view changed with experience and she was able to 
develop a different understanding of the causality of the behaviour. “I just felt like, 
actually, they’ve got problems that are feeding into this behaviour”. However, in 
attributing the behaviour to external causes, may lead to a belief of being unable to make 
changes for the child. Chris described a similar experience but separated the behaviour 
from the child; this suggests the behaviour is not seen as stable which enables the 
possibility of change. In her view this had a significant impact in her ability to deal with 
the behaviour; “all the time you're thinking this is a bad child; you're not going to get 
anywhere”. Where appraisals are made that change is possible, the teacher is likely to 
feel more hopeful which in turn may lead to increased tolerance and empathy.
Some teachers received support and reassurance from other colleagues which 
helped them to make less personal appraisals of behaviour. However, Jo had a different 
experience and described feeling unable to ask for help; “I should be able to draw on 
that experience from last year; I should be able to cope with it.” She appears to attribute 
the behaviour to her inability to benefit from experience; from this position of internal 
causality it may be difficult to ask for help due to fear of judgement. This perhaps 
reflects the findings of Sutton (2007) among others, who hypothesised that there are 
certain emotions which are acceptable to feel and express if this cannot be achieved it 
creates an emotional dissonance. Avoiding emotions in the classroom is related to
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teacher burn-out (Chang, 2013), depression and feelings of inauthenticity (Buckley et al, 
2007). This experience was not shared by other teachers. Perhaps experience helps 
teachers feel more secure in their teaching identities and as a result they do not hold such 
rigid structures of what a teacher should be, hence making it easier to seek help.
3.5 The Effect of Emotion, and Seeing an Improvement, on the Teacher-Child 
Relationship
Disruptive behaviour had an influence on teachers’ perception of the quality of 
their relationship with the child. The majority of the teachers saw the relationship as 
crucial to managing behaviour, as Pat illustrates: “I don’t see how you can do anything 
with them if you haven’t got that [relationship].” However, Charlie recognised how the 
behaviour “can make it really hard to like a child.” This emotional response has to be 
managed to build the relationship.
A common strategy used by teachers to manage behaviour was positive 
reinforcement, in some accounts this led to a secondary appraisal and enabled teachers 
to identify more positive aspects of the child. Lou commented on the benefits of helping 
others to become “aware of [positive things the child did] because then they see that 
there is a good side to that person. It’s not all bad.” This may reduce negative 
perceptions of that child which could have an effect on the way the wider system 
interacts with them.
Disruptive behaviour is often a cause of conflict in the teacher-pupil relationship. 
However, some teachers found the behaviour helped to facilitate close relationships. For 
example, Sam described how she felt closer to these children than others in her class, 
because she had spent more time with them and their family. Lyn also commented; 
“ ...once you get to kind of know the child better and you deal with them in better ways, 
it can be really rewarding”.
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However, feelings of closeness appeared to be facilitated by teachers seeing their 
efforts had a positive effect, perhaps suggesting the behaviours were less stable and 
within their control (Weiner, 1979). In contrast, when there was no obvious positive 
change, this had a negative impact on the teacher’s motivation.
...there are certain times when you just think - why am I doing this? I'm 
working 90 times harder than you are and actually it's not having much 
effect (Chris).
...he just wouldn’t respond to anything. Or if he did, if he responded to 
something positive, within a split second, he’d be doing something else 
really silly and you’d just think have you listened to anything I’ve just said?
And I’m really trying to build a sort of rapport with you, but I don’t feel like 
I can (Lou).
Lou’s comments suggest there may be a time when it feels as if all solutions have been 
exhausted; it may be suggested the attribution evolves to consider the behaviour as 
stable and outside the teacher’s control (Weiner, 1979). In Lou’s view this damages the 
relationship and leads to feelings of hopelessness. This in turn may lead to decreased job 
satisfaction and affect the teacher’s identity.
3.6 Relationship between Teacher Emotion and Behaviour
Up to this point the analysis has focused on the impact of the behaviour on the 
teacher and how it can compromise their identity, feelings of competence and 
motivation. In the final theme the focus shifts to consider the reciprocal interaction 
between the teacher’s emotion and behaviour, reflecting some ideas from Frenzel et al. 
(2009). However, the focus for the teachers in the current study was their general 
classroom presence and disciplining behaviour as opposed to their methods of teaching.
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Sam recognises that her emotional state can affect the children’s behaviour; 
" ...if  you're happy, they're happy because if you show you're upset, if you show you're a 
bit cross they pick up on that and play on that.” All commented on feeling unable 
manage her emotions and maintain the positive attitude; “It’s easy to get into that 
negative cycle of nagging them and shouting at them and you sometimes have to take a 
step back”. Lyn illustrates how her emotion affected her approach to teaching.
. . .I started becoming this negative person. And I hated my job and I hated 
school and I didn’t put the effort in that I normally put in and I wasn’t 
working to the same degree that I was working here. And I just kind of 
thought “oh I can’t be bothered”. (Lyn)
Managing emotions in the classroom requires high cognitive resource (Buckley et al., 
2007) as suggested by Ali. She comments she has to “remember those strategies that I 
use that do work and, you still have to make a conscious effort to remember to use 
them.”
Many of the teachers noticed how their emotions also affected the children. For 
example Ali talked about how a child’s behaviour had left her feeling “cross”, and led 
her to believe: “I don’t think he liked me very much and it probably just made his 
behaviour even worse.” The idea that the teacher’s behaviour contributes to the child’s 
behaviour was also reflected by Chris.
...if  you're forever blaming them instantly when something happens, you 
know when you don't even bother to listen to what they've got to say is it 
really surprising that they are like they are?
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A number of teachers echoed this and described how emotion affected their tolerance, 
patience and response to the behaviour. For example, Alex’s comment suggests her 
response to children’s behaviour was affected by her frustration.
Sometimes I didn’t feel they wrote enough so I said well you can do some 
lines... write a whole page about what their behaviour’s like. Because like 
if I saw they’ve been there twice in like a year or a term, Fm thinking I’m 
going to make you do something worse. (Alex)
In addition she also commented “I could really tear two strips off a kid” and "I 
could really take a kid down a peg or two" which suggests a response driven by anger. 
It may be interpreted that Alex’s perception is the child has the power in the 
relationship, which could be seen as a threat. Consequently, she attempts to reduce the 
child’s power and re-assert her own power and status. This is likely to introduce further 
conflict into the relationship.
Some of the teachers described how disruptive behaviour led to anxiety and 
increased vigilance of the child. Sam illustrates this; “somebody who might be doing 
this on the carpet might get away with it but they do it, you pick up on it straight away 
because you're aware of them.” This suggests these children are more likely to receive 
consequences for minor behavioural deviance which in turn could increase the teacher’s 
perception of the level of disruption caused. In principle, many teachers recognised it 
was important not to respond to every incident of behaviour and be flexible in their 
response to meet the child’s needs. As Alex pointed out “...people are different. You 
can’t expect them to be all the same.” She recognised that taking the same approach 
with all children would lead to “just continually disciplining and actually never get 
anything done!” However, this is likely to be a secondary appraisal of the behaviour.
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Sam was the only teacher to directly relate the child's feelings to how she might 
feel in the same situation, which appears to have an impact on her understanding of the 
behaviour.
We all have our bad days ... days when things go a bit wrong but it's 
important that we move forward, if you keep droning on and keep going 
on about this morning ...That's just going to make them think ‘what's 
the point’?
This suggests that although she was able to empathise with these children, it can be 
difficult to respond in the ways she would like when in the situation.
4. DISCUSSION
Although the current study was a small scale exploratory study, detailed 
interviews enabled the development of a clearer understanding of the teachers’ 
experience of disruptive behaviour. By approaching this research fi-om a psychological 
perspective, the importance of considering the processes by which disruptive behaviour 
affects the teacher-child relationship has become clear. The theme of Personal Impact 
of the Behaviour and its Perceived Effect on the Relationship revealed the need to 
understand the way teachers’ appraisals of behaviours affect their emotions which 
interact with their behaviour and identity. This extends previous research by suggesting 
the need to integrate the current models of understanding and consider how this impacts 
on the teacher’s perception of their relationship with the child.
4.1 The Results
4.1.1 The role of emotion. The teachers in this study often appraised student 
behaviour as interfering with their classroom goals which led to feelings of frustration 
and resentment. This is consistent with the models proposed by Frenzel et al. (2009) 
and Schütz et al. (2007). The data also leads to the tentative suggestion that teachers 
may appraise behaviour as a reflection on their own abilities evoking difficult emotions.
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which is consistent with the Transactional Model of Stress (Lazarus and Folkman, 
1984). There is also some suggestion that teachers are less likely to appraise the 
behaviour in this way as they gain more experience. It might be hypothesised that this 
is because the behaviour poses less of a threat to teacher’s identity as suggested by 
Schütz et al. (2007) although due to the nature of this study, it was not possible to fully 
explore this.
Consistent with previous findings (Longaretti 2006; Spilt & Koomen, 2009) 
teachers in this study found that disruptive behaviour evoked challenging emotions. 
Brotheridge and Grandey (2002) recognise that teachers experience emotionally intense 
interactions on a daily basis and have more emotional demands than many other 
professions. These demands can lead to emotional and physical exhaustion, negative 
attitudes about teaching and reduced feelings of personal accomplishment (Brackett et 
al., 2010). They can also affect learning outcomes for children (Chan, 2006). Sutton 
(2004) found that teachers believed their ability to manage emotions enabled them to be 
more effective in the classroom, build better relationships with children and maintain 
good classroom management. It is hypothesised that teachers with good emotional 
regulation skills may be able to predict and prevent situations which may cause 
unpleasant emotions; this in turn may improve the classroom environment (Brackett et 
al., 2010).
Teachers in the current study suggested that their emotions may affect their 
behaviour towards the child. This extends Frenzel at al.’s (2009) model by suggesting 
emotion also affect disciplinary behaviour and classroom presence. For example in the 
current study, teachers suggested that anxiety led to increased vigilance which may 
mean the child is labelled as more disruptive and reprimanded more often. In some 
cases the appraisal of the behaviour appeared to be linked to the teacher’s experience of
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anger, which resulted in punitive interventions such as sending the child to join a class 
of younger children or asking them to write lines.
Many teachers spoke of using positive behaviour reinforcement to improve 
behaviour. However, this may also lead to a reappraisal of the situation (Lazuras & 
Folkman, 1984), for example Chris recognised the need to “separate the child from the 
behaviour”, which could have a positive impact on both teacher emotion and on their 
relationship with the child. Managing behaviour positively was identified as a teaching 
value or goal, an integral part to the role. However, teachers recognised that the 
emotions evoked by these behaviours hampered their ability to manage the behaviour 
positively, which in turn may also threaten their values.
The present study concurs with previous findings relating to the link between 
appraisal of behaviour, teacher goals and emotion evoked by the behaviour. While it is 
acknowledged that the present study is a small scale exploratory qualitative study, a 
tentative model is proposed (Figure 3) which offers a useful way of integrating the 
findings with existing theory fi-om educational and psychological research. The two key 
theoretical positions offered by Frenzel et al. (2009) and Schütz et al. (2007) could be 
incorporated into a broader explanatory fi-amework in which the present study 
potentially offers crucial missing elements.
Both Frenzel et al. (2009) and Schütz et al. (2007) emphasise the interaction 
between teacher ideals and goals, cognitive appraisals of the behaviour and emotional 
experiences. This has been retained in the proposed model. Similarly to the Frenzel et 
al. (2009) model, I have also included the interaction between teacher emotion and 
behaviour in the classroom. However, unlike the original which focuses on 
instructional behaviour, the results of this study suggest emotion also affects 
disciplinary behaviour and general classroom presence. This present study also points 
towards a possible relationship between teacher and student behaviour which was not
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previously included in either model, this has been included in the proposed model. The 
Schütz et al. (2007) model acknowledges the context of the behaviour which was also 
seen to be important by the teachers in the current study. However, Schütz et al. (2007) 
also focused on the impact of disruptive behaviour on teacher identity. Consistent with 
their model, the current study suggests that emotion affects identity. However, it also 
suggests that identity may also be affected by the ways teachers behave and the way 
children respond. This new insight has been incorporated into the proposed combined 
model.
4.1.2 Forming a relationship. Consistent with previous research, teachers in 
this study reported finding it hard to form relationships with children when their 
behaviour is considered disruptive. Some teachers implied this was because the 
behaviour affected their ability to meet their teaching goals. The behaviours also 
evoked intense and unpleasant emotions which influenced teachers’ motivation to want 
to spend time with these children.
Similarly to the findings of Spilt and Koomen (2009) the teachers in this study 
also reported positive affect towards children with disruptive behaviour. Positive affect 
appeared to be linked to an appraisal that the behaviour is attributable to a specific 
external cause. This is consistent with Weiner’s Attribution Model (1979). Positive 
relationships also seemed to be linked to getting to know the child and their family, 
perhaps gaining additional information which moderates their beliefs. In addition, it 
was important that teachers felt their efforts were making a difference which is 
consistent with Jerome et al.’s (2009) hypothesis. Applying Weiner’s (1979) model to 
these examples suggests that when the behaviour was seen as less stable and more 
controllable, change was perceived to be easier. However, where teachers didn’t see 
change they described feeling demotivated, perhaps the behaviour was attributed to a 
cause outside their control. The teachers recognised this had an impact on their
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emotions and behaviour in the classroom. It also had an effect on their patience and 
tolerance which they perceived to impact on their relationship with the child. These 
findings led to the tentative suggestion that the perceptions teachers have about their 
relationship with these children are affected not only by their emotional response but 
also by their behavioural response, both of which are influenced by their cognitive 
appraisal of the behaviour. Although this is a small study and therefore any conclusions 
are tentative and need fiirther exploration, these findings suggest that perception of the 
teacher-child relationship cannot be considered without the acknowledgment of teacher 
emotion. In order to conceptualise this I propose that perception of teacher-child 
relationship also needs to be integrated into the models used to understand teacher 
emotion. A possibility is that teacher appraisal, emotion, behaviour and identity all 
contribute to teacher perception of their relationship with the child, as shown by the 
grey box in the proposed model. This may provide the basis for further research to 
explore how these factors interact.
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4.2 Strengths and limitations
The ideographic nature of IPA is one of its strengths (Reid, Flowers & Larkin, 
2005) and was used to facilitate in-depth exploration of teachers’ experiences. This 
exploratory study has provided an insight into the role of emotion evoked by disruptive 
behaviour and points towards the impact this can have on teacher identity and the 
development of relationships.
However, there are a number of limitations. Firstly, the sample size was small 
and although selected to be homogenous, this was based on the limited findings of 
previous research. IPA does not aim to find an objective truth (Smith et al., 2009) but 
recognises that all experiences are unique; as such the sample was not intended to be 
representative of all teachers’ experiences.
IPA aims to achieve theoretical transferability, as opposed to generalizability 
(Smith et al. 2009). I believe this study is transferable as despite the small sample size, 
the teacher’s accounts were not substantially different. In addition, the analysis provided 
some links with current literature which provides further evidence that the knowledge 
could be transferred with further research. However, there is the possibility of sample 
bias, as the teachers who volunteered to take part may have had an interest in 
psychology and understanding behaviour which may have increased their ability to 
reflect on their experiences.
It is important to acknowledge the potential impact of the researcher in the data. 
I believe that my experience and training may have influenced my style of interviewing 
and the themes I followed in each interview. In the analysis, as the theme of emotion 
arose from the data, I considered my own experiences and how these might be different 
to my participants. Although I attempted to bracket my own experiences through a 
reflective journal and sharing my analysis with my supervisors and other researchers; I 
think this recognition probably contributed to my decision to focus on this theme.
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4.3 Clinical and service implications
This study has illustrated a need for an integrated approach to teacher emotion in 
relation to the experience of disruptive behaviour. The research tentatively suggests 
that emotion has implications for teachers’ disciplinary behaviours and may result in an 
attentional bias, increased vigilance and on occasion, punitive responses. This in turn is 
likely to have a negative impact on the perception of the teacher-child relationship 
which could affect the child’s psychological wellbeing, sense of identity and overall 
development. Although these conclusions are tentative and need to be explored further.
4.3.1 Improving support for teachers. The current study highlights the need 
for teachers to be able to acknowledge and process the emotions evoked by disruptive 
behaviour, to reduce the likelihood of them being reflected in the classroom and the 
teacher-child relationship. Sutton (2007) suggests that one of the first steps towards this 
is for teachers to know that their peers also experience intense emotions and they are a 
normal part of human experience. Teachers who regulate emotion through talking to 
peers, re-appraising the situation and reminding themselves they are working with 
children have reported lower levels of emotional burn-out; in contrast teachers who 
attempt to repress their emotions (Chang, 2013; Sutton, 2007). In addition, teachers 
with higher levels of social and emotional competence are more likely to recognise 
student’s emotions and how their appraisals motivate their behaviour (Jennings & 
Greenburg, 2009). However, they are rarely trained in these skills.
Bricheno, Brown and Lubansky (2009) found that teachers rarely access support 
through occupational health or employment counselling services. In their review, they 
cite the Norfolk Wellbeing programme which improved support for teachers but led to 
an increase in workload, poorer work-life balance and decreased mental wellbeing. 
Similarly, a project in London showed a high drop-out rate and limited benefits. This 
shows some of the challenges of setting up support for teachers. One successful
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Strategy has been the Targeted Mental Health in Schools (TaMHS) project in 
Northamptonshire where they have commissioned the Work Life Support Programme 
for teachers. This included creating a wellbeing team which has a solution focused 
approach and making time for consultation and establishing shared meanings in relation 
to child behaviour. In a local evaluation this was seen to be helpful, although often 
slipped due to other demands (Simons, 2014).
A tentative conclusion from the current study is that supporting teachers to 
manage their emotions could improve their view of themselves. In turn this may 
promote more effective teaching and lead to the re-appraisal of the child’s behaviour, 
changes in their approach to the child and improvements in the teacher-child 
relationship. However, evaluations of current wellbeing programmes suggest that any 
intervention needs to improve teacher work / life balance rather than become an 
additional work stressor. Further research needs to be done with teachers to develop 
this type of intervention.
4.3.2 Understanding the teacher-child relationship. This research extends 
previous findings into teacher perception of the teacher-child relationship by suggesting 
that teachers may be able feel close to children despite the presence of conflict. It may 
be too simplistic and arbitrary to represent relationships as either close or conflictual as 
previous research has done. The teacher’s accounts hinted at the importance of 
understanding the process of forming the relationship, including the role of personal 
emotion, experience, perception of making a difference and perceived threat to identity. 
This needs to be explored in more depth to fully understand these factors and how they 
might interact with one another.
4.3.3 Impact on children’s wellbeing. The experience of disruptive behaviour 
can have a negative impact on the child. Decreased tolerance and increased vigilance as 
described in this study, could lead to these children being negatively labelled, which
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may have a negative impact on their identity, self-confidence and psychological well­
being. Teachers recognised that the emotions evoked by disruptive behaviour often 
contributed to negative interactions and inability to role model effective conflict 
resolution. Negative interactions such as these could contribute to difficult relationships 
and risk becoming a self-perpetuating cycle. The reciprocal relationship between child 
and teacher behaviour has not been explored previously. An observational study may 
be beneficial to consider this in more depth. The current study points to the importance 
of understanding how teacher behaviour is affected by their emotions and how this 
influences their behaviour management. Although further research is required, this 
could highlight a potential training need.
4.5 Final Reflections
I was struck by the willingness of my participants to talk about their difficult 
experiences. They clearly cared deeply about the children and felt passionately about 
helping them. It felt as if their experiences had rarely been acknowledged and it was a 
relief to be able to share their feelings. The research highlighted the difficulties they 
face on a daily basis and their struggle to meet all the expectations placed on them. This 
in turn has helped to improve my understanding when considering the context of school 
referrals to the Child and Adolescent Mental Health Team for behavioural support.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 41
5. REFERENCES
Abidin R., & Robinson, L. (2002). Stress, bias or professionalism? What drives 
teachers’ referral judgements of students with challenging behaviours? Journal o f  
Emotional and Behavioural Disorders. 10, 204-212.
American Psychiatric Association (2013). Diagnostic and statistical manual o f  mental 
disorders (5^  ^Ed.) Arlington, VA: American Psychiatric Publishing.
Arbeau, K., & Coplan, R. (2007). Kindergarten teachers' beliefs and responses to 
hypothetical prosocial, asocial, and antisocial children. Merrill-Paimer Quarterly: 
Journal o f Developmental Psychology, 53, 291-318.
Arcia, E., Frank, R., Sanchez-LaCay, A., & Fernandez, M. (2000). Teacher 
understanding of ADHD as reflected in attributions and classroom strategies. 
Journal o f Attention Disorders, 4, 91-101.
Baker, J., Grant, S., & Morlock, L. (2008). The teacher-student relationship as a 
developmental context for children with internalizing or externalizing behavioural 
problems. School Psychology Quarterly, 23, 3-15.
Birch, S., & Ladd, G. (1997). The teacher-child relationship and children's early school 
adjustment. Journal o f School Psychology, 35, 61-79.
Bowlby, J. (1969). Attachment, attachment and loss, vol 1. New York: Basic Books.
Bowlby, J. (1979). The making and breaking o f affectional bonds. London: Routledge.
Brackett, M., Palomera, R., Mojsa-Kaja, J., Reyes, M., & Salovey, P. (2010). Emotion- 
regulation ability, burnout and job satisfaction among British secondary-school 
teachers. Psychology in the Schools, 47, 406- 417.
Bricheno, Brown & Lubansky (2009) Teacher wellbeing: A review o f the literature. 
Teacher Support Network. Retrieved from
http://www.teachersupport.info/sites/default/files/downloads/TSN-teacher-wellbeing-
research-of-the-evidence-2009.pdf
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 42
Brotheridge, C. & Grandey, A. (2002). Emotional labor and bumout: Comparing two 
perspectives work. Journal o f Vocational Behavior. 60, 17-39.
Buyse, E., Verschueren, K., & Doumen, S. (2011). Preschoolers’ attachment to mother 
and risk for adjustment problems in kindergarten: Can teachers make a difference? 
Social Development, 20, 3-50.
Carlyle, D. and Woods, P. (2002). The emotions o f teacher stress. Stoke-on-Trent: 
Institute of Education Press.
Chan, D., (2006). Emotional intelligence and components of burn-out among Chinese 
secondary school teachers in Hong Kong. Teaching and Teacher Education, 22, 
1042-1054.
Chang, M. (2013). Towards a theoretical model to understand teacher emotions and 
teacher bumout in the context of student misbehaviour: Appraisal, regulation and 
coping. Motivation and Emotion, 37, 799-817.
Department for Education (2011b). A Profile of Teachers in England from the 2010 
School Workforce Census. Research Report DFE-RR151. Retrieved on 2 ^  April 
2014 from:
https://www.gov.uk/govemment/uploads/svstem/uploads/attachment data/file/182 
407/DFE-RR151.pdf
Doumen, S., Verschueren, K., Buyse, E., Germeijs, V., Luyckx, K., & Soenens, B. 
(2008). Reciprocal relations between teacher-chid conflict and aggressive 
behaviour in Kindergarten: A three wave longitudinal study. Journal o f Clinical 
Child and Adolescent Psychology, 37, 588-599.
Doumen, S., Verschueren, K., & Buyse, E. (2009). Children's aggressive behaviour and 
teacher-child conflict in kindergarten: Is teacher perceived control over child 
behaviour a mediating variable? British Journal o f Educational Psychology, 79, 
663-675.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 43
Frenzel. A., Goetz, T., Stephens, E., & Jacob, B., (2009) Antecedents and effects of 
teacher’s emotional experiences: An integrated perspective and empirical test. In 
Schütz, P. & Zemblylas, M., (Ed) Advances in teacher emotion research; the 
impact on teacher’s lives. New York: Springer, p i29-153.
Gambone, M., Klem, A. & Connell, J. (2002). Finding out what matters fo r  youth: 
Testing key links in a community action framework fo r  youth development. 
Philadelphia, PA. Youth Development Strategies, Inc. and Institute for Research 
and Reform in Education.
Giorgi, A. & Giorgi, B. (2008). Phenomenology. In Smith, J. (Ed.) Qualitative 
Psychology, (2"  ^ed. pp.26-52). London: Sage.
Hamre, B. & Pianta, R. (2005). Can instructional and emotional support in the first 
grade classroom make a difference for children at risk of school failure? Child 
Development, 76, 949-967.
Henricsson, L. & Rydell, A. (2004). Elementary school children with behavior 
problems: Teacher-child relations and self-perception. A prospective study. 
Merrill-P aimer Quarterly: Journal o f Developmental Psychology, 50, 111-138.
Hudley, C., Wakefield, W., Britsch, B., Cho, S., Smith, T., & DeMorat, M. (2001). 
Multiple perceptions of children's aggression: differences across neighborhood, 
age, gender, and perceiver. Psychology in the Schools, 38, 43-56.
Jennings, P., & Greenberg, M. (2009). The pro-social classroom: teacher social and 
emotional competence in relation to child and classroom outcomes. Review o f  
Educational Research, 79,491-525.
Jerome, E., Hamre, B., & Pianta, R. (2009). Teacher—child relationships from 
kindergarten to sixth grade: Early childhood predictors of teacher-perceived 
conflict and closeness. Social Development, 18, 915-945.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 44
Kokkinos, C., Panayiotou, M., & Davazoglou, G. (2005). Correlates of teacher 
appraisals of student behaviors. Psychology in the Schools, 42, 79-89.
Kyriacou, C. & Kune, R., (2007). Beginning teachers’ expectations of teaching.
Teaching and Teacher Education, 8, 1246-1257.
Lazarus, R., & Folkman, S. (1984). Stress, appraisal and coping. New York: Springer. 
Loeber, R., Wung, P., Keenan, K., & Giroux, B. (1993). Developmental pathways in 
disruptive child behavior. Development and Psychopathology, 5, 103-133. 
Longaretti, J. (2006). The impact of perceptions on conflict management. Educational 
Research Quarterly, 29, 3-15.
Lovejoy, M. (1996). Social inferences regarding inattentive-overactive and aggressive 
child behavior and their effects on teacher reports of discipline. Journal o f  
Clinical Child Psychology, 25, 33-42.
Maas, C., & Meijnen, G. (1999). Problem students: A contextual phenomenon? Social 
Behavior and Personality, 27, 387-406.
Meehan, B., Hughes, J. & Cavell, T. (2003). Teacher — child relationships as 
compensatory resources for aggressive children. Child Development, 74, 1145- 
1157.
MacPhee, A., & Andrews, J. (2006). Risk factors for depression in early adolescence.
Adolescence, 41, 435-466.
Norwich, B., Cooper, P., & Maras, P. (2002). Attentional and activity difficulties: 
Findings from a national study. Support fo r  Learning, 17, 182-186.
Pianta, R. (1999). Assessing child-teacher relationships. In R. C. Pianta (Ed.), 
Enhancing relationships between children and teachers (pp. 85-104). 
Washington, DC: American Psychological Association.
Pianta, R. (2001). STRS: Student-Teacher Relationship Scale: Professional manual. 
Odessa, FL: Psychological Assessment Resources.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 45
Pianta, R., Hamre, B. & Stuhlman, M. (2003). Relationships between teachers and 
children. In Reynolds, W. & Miller, G. (Eds) Handbook o f psychology (Vol 7). 
Educational psychology. Hobroken, NJ: John Wiley and Sons. p. 199-134.
Reid, K., Flowers P., & Larkin, M. (2005). Exploring lived experience. The 
Psychologist. 18, 20-23.
Sabol, T., & Pianta, R. (2012). Recent trends in research on teacher-child relationships. 
Attachment and Human Development, 14 ,213-231.
Schütz, P., Cross, D., Hong, J. & Osbom, J. (2007) Teacher identities, beliefs and goals 
related to emotions in the classroom. In Schütz. P. & Pekrun, R. (Ed) Emotion and 
education. London; Elseiver. p.223-243.
Schütz, P.A., Crowder, K.C., White, V.E. (2001). The development of a goal to become 
a teacher. Journal o f Educational Psychology, 93(2), 299-308.
Schütz, P., & Pekrun. (2007) Introduction to emotion in education. In Schütz, P. & 
Pekrun, R. (Ed) Emotion and education. London; Elseiver. p.3-13.
Simons (2014) Northamptonshire TaMHS Project; 2011-2014 Outcomes Evaluation. 
http://webcache.googleusercontent.com/search?q=cache:b9Lu3EzB8gwJ:www.as 
knormen.co.uk/modules/downloads/download.php%3Ffile name%3D 183+&cd=2 
&hl=en&ct=clnk& gl=uk
Smith, J. (2004). Reflecting on the development of interpretative phenomenological 
analysis and its contribution to qualitative research in psychology. Qualitative 
Research in Psychology, 1, 39-54.
Smith, J., & Osbom, M., (2008). Interpretive phenomenological analysis. In Smith, J. 
(Ed.) Qualitative Psychology. London: Sage, pp.53-80.
Smith, J., Flowers, P., & Larkin, M. (2009). Interpretative phenomenological analysis. 
London: Sage Publications Ltd.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 46
Spilt, J., & Koomen, H. (2009). Widening the view on teacher-child relationships: 
Teachers' narratives concerning disruptive versus non-disruptive children. School 
Psychology Review, 38, 86-101.
Stoeber, J., & Rennert, D. (2008). Perfectionism in school teachers: Relations with 
stress appraisals, coping styles, and bumout. Anxiety, Stress, & Coping, 21, 37-53.
Stuhlman, M., & Pianta, R. (2002). Teachers’ narratives about their relationships with 
children: Associations with behaviour in the classroom. School Psychology 
Review, 31, 48- 163.
Sutton, R. (2007). Teachers’ Anger, Fmstration and Self-Regulation. In Schütz. P. & 
Pekmn, R. (Ed) Emotion and Education. London; Elseiver. p.259-274.
Sutton, R. (2004). Emotion regulation goals and strategies of teachers. Social 
Psychology o f Education. 7, 379-398.
Sutton, R., & Wheatley, K. (2003). Teachers’ emotions and teaching: A review of the 
literature and directions for future research. Educational Psychology Review, 15, 
327-358.
Weiner, B. (1979). A theory of motivation for some classroom experiences. Journal o f  
Educational Psychology, 71, 3-25.
Weiner, B. (2010). The development of an attribution based theory of motivation: A 
history of ideas. Educational Psychologist, 45. 28-36.
Weisz, J., Suwanlert, S., Chaiyasit, W., Weiss, B., & Jackson, E. (1991). Adult attitudes 
toward over- and under-controlled child problems: Urban and mral parents and 
teachers from Thailand and the United States. Journal o f Child Psychology &. 
Psychiatry & Allied Disciplines, 32, 645-654.
Wickman, E. (1928). Children's behaviour and teachers' attitudes. Oxford: 
Commonwealth Fund.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 47
Yardley, L. (2000). Dilemmas in qualitative health research. Psychology and Health, 
15, 215-228.
Zembylas, M. (2003) Interrogating "Teacher Identity". Educational Theory. 53, 107- 
127.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 48
Major Research Project Appendices
A. Evidence of Favourable Ethical Opinion
B. Introduction Letter to Head Teachers
C. Participant Information Letter
D. Consent form
E. Demographic information form
F. Interview schedule
G. Participant de-brief sheet
H. Extract from Initial Noting Phase
I. Example of Searching for Emergent Themes
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 49
A. Introduction Letter to Head Teachers.
^SURREY
University of Surrey 
Guildford 
Surrey 
GU7 2XH
Dear Head Teacher,
Thank you for expressing an interest in being part of my research into how 
teachers understand disruptive and challenging behaviour and how this might affect 
their perception of their relationship and interactions with children. I am hoping to 
interview up to twelve teachers from three different primary schools about their 
experiences. The interviews will last up to 1 hour. The project has been given a 
favourable ethical opinion by the University of Surrey, Faculty of Arts and Human 
Sciences Ethics Committee. I have enclosed a brief overview of the research and an 
information sheet for all participants. Please contact me if you would like any further 
information.
With your agreement I would like to meet with your staff for approximately ten 
minutes during a staff meeting to explain the research and ask for volunteers to take 
part. All teachers will be given a copy of the information sheet and asked to contact me 
if they would like to be part of this research. There should be no obligation for any 
teacher to take part and they will be able to withdraw from the project up to the point of 
data analysis. All information collected will be made anonymous and no teacher or 
school will be identified in the final report. All schools involved will receive a summary 
of the findings of the project and a detailed report.
This research gives teachers the opportunity to talk about their experiences of 
disruptive behaviour in the classroom and have their voice heard. This can be a very 
positive experience in itself. It is hoped that this research will help us to better 
understand the impact that disruptive behaviours have on the relationship between
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 50
teachers and their pupils and consider ways in which teachers can be supported to 
ensure the best outcomes for children who display these behaviours. It will also provide 
additional information which could be used in designing intervention programmes for 
schools.
If you are still interested in taking part in this research please email me at 
iennifer.miller@surrev.ac.uk. Following this, I would like to arrange a meeting with 
you, either face to face or on the telephone, to answer any questions you have and to 
discuss arrangements to meet your staff.
Thank you for your time.
Yours sincerely
Jennifer Miller
Trainee Clinical Psychologist.
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B. Evidence of Favourable Ethical Opinion
Professor Bertram Opitz
Chair: Faculty of Arts arid Hurnan Sciences Ethics 
Committee 
University of Surrey
Jennifer Miller
Trainee Clinical Psychologist 
School of Psychology 
University of Surrey
4 '  UNIVERSITY OF
SURREY
Faculty of
Arts and Human Sciences
Faculty  O ffice 
AD B uilding
G uild fo rd , Surre»/G U 2 7XH UK
T; + 4 4 (0 )1 4 8 3  589445 
F: +44 (0)1483 589550
wvvw ,5urreyiac,uk :
19*'November 2012
Dear Jennifer
Reference: 801-PSY-12
Title of Project: Primary school teachers’ understanding of disruptive 
behaviour in the classroom and the Impact of this on their beliefs about the 
teacher-child relationship
Thank you for your submission of the above proposal.
The Faculty of Arts and Human Sciences Ethics Committee has now given a 
favourable ethical opinion.
If there are any significant changes to your proposal which require further scrutiny, 
please contact the Faculty Ethics Committee before proceeding with your Project.
Ÿoüre sincerely
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C. Participant Information Letter
Primary School Teachers’ understanding of disruptive behaviour and the impact of this 
on their beliefs about the teacher-child relationship
My name is Jennifer Miller and I am a Trainee Clinical Psychologist at the 
University of Surrey. This means that I have completed an undergraduate degree in 
psychology and am now undertaking a PsychD (Doctorial level course) to become a 
qualified Clinical Psychologist. In order to be able to study at this level I have also had 
to gain relevant experience. I have worked for Victim Support specialising in supporting 
young victims of crime and bullying and as a social work assistant in a Youth Offending 
Service. I have also worked as an assistant psychologist for HM Prison Service.
As part of my training I have to conduct a research project with members of the 
public. I have chosen to research primary school teachers’ experiences of disruptive 
behaviour in the classroom. My interest in this area comes from working with teachers 
in my role with the Youth Offending Service and recognising the positive impact that 
teachers can have for children who are at risk of disruptive and anti-social behaviour. 
What is the study about?
Teachers spend a significant amount of time with children and have to cope with 
disruptive behaviours in addition to managing other children in their class and meeting 
targets. They are in a unique position to mediate some of the difficulties that disruptive 
children experience and offer an alternative role model for them. I am interested in how 
teachers understand and make sense of children’s disruptive behaviour and how this 
impacts on their perception of their relationship with these children. I hope this research 
will help us to better understand the interaction between the way teachers understand 
disruptive behaviour and how they respond to it. It will also increase our understanding 
of how teachers form relationships with their pupils and the factors which influence this
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relationship. In turn this may be used to develop strategies and intervention programmes 
for managing disruptive behaviour and better ways to support teachers.
What will vou have to do?
You will be asked to take part in one interview with me lasting up to 60 minutes, 
although it may be shorter. This will either take place at your school or in an alternative 
local venue if you prefer. The questions will focus on your experience of disruptive 
behaviour. You will be asked not to reveal any details which might lead to identification 
of any children. The questions focus on how you make sense of disruptive or 
challenging behaviour and how this might affect the way you manage it. I will also be 
asking you about the ways that you feel challenging behaviour effects your relationship 
with children.
I am aiming to interview 12 teachers from at least three primary schools. The 
interviews will be audio taped and then written up (transcribed). In the transcripts you 
will be allocated a fictitious name and all personal data will be made anonymous. When 
the data has been analysed there will be the opportunity for you to read the report and 
confirm you are happy you cannot be identified.
How do I volunteer to take part?
Participation in this study is voluntary and you can withdraw your information at 
any time without giving reason. My e-mail address is included below and will also be 
displayed in the staff room. Please contact me to express your interest in taking part by 
[insert date]. I will then make contact with you to answer any further questions and 
arrange a time and venue for the interview. You will be asked to sign a consent form at 
the start of the interview stating you understand what the research is about and have had 
the opportunity to ask any questions.
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Data Protection
All the data I collect will be kept in accordance with the Data Protection Act (1998). All 
personal information you give me will be kept confidential and anonymous in the study, 
this will include information such as age, gender, ethnicity and number of years of 
teaching experience.
All research conducted at the University of Surrey is supervised by a more 
senior member of staff. This means that my research supervisors will have access to the 
transcripts during the research study. This process is to ensure that I am conducting the 
research properly and according to ethical guidelines. My supervisor’s name and contact 
details are at the end should you have any further questions about this process. All 
information collected during this research will be stored securely in a locked filing 
cabinet at the University of Surrey, in accordance with the Data Protection Act 1998 
and will be destroyed after ten years. The audio recordings made of the interviews will 
be destroyed once they have been transcribed.
I am also bound by a duty of care towards yourself and the children you work 
with. Under this, if you reveal that you or a child might be at risk of harm I may have to 
pass this information on to other parties, such as the head teacher. This would be 
discussed with you should any issues arise.
What will happen when the research is completed?
This research will be written up as part of my Clinical Psychology Doctorate 
work. This means that it will be available at the University of Surrey library. I would 
also hope to publish the findings in an academic journal. I can send you a copy of the 
research and any articles which are published following the research if you would like 
them. You will also be able to access them through the University of Surrey library, I 
can give you further details about this should you want them. I may also present the 
findings to other professionals or at conferences. A summary of the research will also be
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sent to all the schools involved. In doing this, all your personal data will be confidential 
and I will not disclose your name, school or any other details which could lead to your 
identification.
What are the benefits of taking part in this research?
This research gives you the opportunity to talk about your experiences of 
disruptive behaviour in the classroom and have your voice heard. It is hoped that this 
research will help us to better understand the impact that disruptive behaviours have on 
the relationship between teachers and their pupils and consider ways in which teachers 
can be supported to ensure the best outcomes of children who display these behaviours. 
What are the drawbacks?
Many people find it helpful to talk about their experiences however; others may 
find it more difficult because it may provoke difficult emotions. In hindsight you may 
also feel that you did not respond in the way that you would have liked. I will not be 
making judgements about what you say, I am interested in what led you to think or react 
in that way. I am not intending to be intrusive by asking these questions as they are 
needed for my research. If you find a question too personal or upsetting in any way, 
you don’t have to answer it. We can also take a break at any time during the interview 
or decide not to carry on with it. If this happens and you would like some support 
afterwards, then I can spend some time with you following the interview or you can 
speak with your Head Teacher who will support you or put you in touch with support 
services through your local authority. I will also provide you with details of the Teacher 
Support Network.
What if there are anv problems?
If you have any concerns about any aspect of the way you have been treated 
during the course of the research study, then you can contact my supervisor. Her name 
is Dr. Fetch and her contact details are provided below.
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This study has received a favourable opinion by the University of Surrey Faculty 
of Arts and Human Sciences, Ethics Committee.
Thank you for taking the time to read this information sheet. If you have any 
further questions please don’t hesitate to contact me.
Research being conducted by:
Jennifer Miller
Trainee Clinical Psychologist
University of Surrey
Faculty of Arts and Human Sciences
Guildford
Surrey
GU2 7XH
Email:
Supervised by:
Dr. V. Fetch
Clinical Psychologist and Clinical Tutor 
University of Surrey 
Faculty of Arts & Human Sciences 
Guildford, Surrey.
GU2 7XH 
Work Telephone:
(available Monday to Wednesday) 
Email:
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D. Consent Form €  UNIVERSITY OF
# SURREY
Primary school teachers’ understanding of disruptive behaviour and the impact this has
on their perceptions of the teacher-child relationship
Researcher: Jennifer Miller, Trainee Clinical Psychologist at the University of Surrey.
I agree to being interviewed for the above research project.
• I have read the information sheet for this project and my questions have been 
answered fully.
• I understand that my participation is voluntary and I can change my mind about 
participating in the study at any time. I don’t have to give a reason for wanting to do 
this.
• I understand what the project is about and have been informed about why it is being 
done and what it will involve.
• I have been told about possible distress the interview may cause and I will tell the 
researcher immediately if I become upset or worried during the interview, or if I 
have any concerns afterwards.
• I have been informed about where to access ftirther support should I feel distressed 
following my interview.
• I understand that all personal data is held and processed in confidence, and in 
accordance with the Data Protection Act 1998. I understand that my interview will 
be audio recorded and this will be destroyed once the information has been 
transcribed. The written transcripts will have any information that could identify me 
removed to ensure my anonymity.
• I give consent to the researcher to write about what I say during the interview and 
publish this as long as my information remains anonymous. I understand that
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quotes from my interview may be used, but these will be made anonymous and I can 
request to see them once the report has been completed.
• I have read and understood everything written above and have chosen to consent to 
participate in this study. I have been given enough time to think about this and 
make an informed decision.
Name of participant __________________________________
Signed
Date
Name of researcher: Jennifer Miller
(Trainee Clinical Psychologist, University of Surrey)
Signed ________________________
Date
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E. Demographic Data Collection Form
^  UNIVERSITY OF
'^SURREY
Participant Information
As part of the research I will be collecting brief personal information about all the 
people taking part. This information will be held securely and anonymously.
Age group (please circle):
21-25 26-30 31-35 36-40 41-45 46-50
51-55 56-60 60+
Gender (please circle): Male Female
Ethnicity: _____________________________________
Number of years teaching experience (please circle):
Less than 5 5-10 10-15 15-20 20+
Age of children taught:__________________________ _
Number of pupils in school:
Average class size:_______
Thank you.
For researcher only
Pseudonym:
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F. Participant Debrief Sheet
UNIVERSITYOF
■feSURREY
Participant Debrief Sheet
Understanding Your Experience of Disruptive and Challenging Behaviour
Thank you for agreeing to talk to me about your experiences and taking part in my
research. Please let me know if you feel upset or worried after the interview
If anything we have talked about has upset or worried you and you don’t feel like you 
want to talk to me, your head teacher is aware of the subject of this interview and has 
offered their support. The Council you work for may also have support for employees. 
Details of this will be available on your intranet.
Outside your school the following support is also available to you:
Teacher Support Network
A national charity offering confidential practical and emotional support for teachers.
http://www.teachersupport.info
Phone Support available 24/7 - 08000 562 561
They also offer e-mail support and an online chat facility.
If you continue to feel upset or worried and think you might need further support you 
should contact your GP who can refer you to a relevant professional if needed.
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G. Interview Schedule
This interview schedule is indicative of the broad areas which will be covered and the 
types of questions which might be asked. The bullet points are prompts for the 
researcher.
Introduction
• Explain rationale and procedure. Opportunity to ask questions.
• Check participant has signed consent form / discuss safeguarding
I am going to be asking you some questions about what it might be like to experience 
behaviour which is disruptive or difficult to manage in the classroom. There are no right 
or wrong answers; I am just interested in hearing about your experiences.
Can you tell me a little bit about the school you work in?
• How big is it? Tell me a little about the children who attend -  EAL? Free school 
meals?
Can you tell me a little bit about your experience as a teacher?
As a teacher you may have come across behaviour which you may have found 
disruptive or difficult to manage. Can you tell me more about them?
• What types of disruptive behaviour have you experienced during your career?
• What are the aspects of the behaviour that have caused you concern? Have you 
found most difficult?
• What different contexts make behaviours easier / more difficult to manage?
• Are there any incidents you have found particularly challenging?
Can you tell me a bit more about how you might react to these types of 
behaviours?
• Was there anything that helped or made it worse?
• What support do you have in managing these behaviours?
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• Would you have liked to have done anything differently? If so what would have 
helped you to do this?
• Do you worry about managing these types of behaviour?
• Do you feel you are in a position to change these behaviours?
How have your ways of managing disruptive or challenging behaviour changed 
during the time you have been teaching?
• How do you think your experience has changed the way your respond?
• How do you think changes in schools have influenced the way you respond?
Do you have any thoughts about why children behave in this way?
• Social? Family? School? Developmental?
• Did anyone else offer an explanation for these behaviours?
• What effect do you think your previous knowledge about the child / other 
children who have done similar things have on the way you understood the 
behaviour?
How do you think these types of behaviour influence your relationship with the 
child / children
• Do you find it more difficult to engage with them
• How do these behaviours influence your motivation to offer help
• How do you think your relationship differs from their relationship with other 
adults in their lives?
Debrief -  give de-brief sheet.
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS' EXPERIENCES. 63
H. Extract from Initial Noting Phase (Alex)
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Extract from Initial Noting Phase (Chris)
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I. Example of Searching for Emergent Themes
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Major Research Project Proposal Form
How do primary school teachers make sense of disruptive behaviour in the 
classroom and what affect does this have on their relationship and 
interactions with the child?
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INTRODUCTION
In 2004, 215,000 children in the UK were thought to be displaying behaviour 
indicative of a conduct disorder (Green, McGinnity, Meltzer, Ford & Goodman, 2005). 
This suggests that many teachers will come into contact with children who behave 
disruptively in their classrooms. Longitudinal research (such as Murray & Farrington, 
2010) indicates that there are multiple and complex risk factors for these behaviours. 
Individual experiences such as domestic violence (Yates, Dodds, Sroufe & Egeland,
2003) and other traumas (Ford et al., 2000) have been linked to disruptive behaviours as 
well as other mental health problems. Family factors such as poor parenting, erratic or 
punitive parental discipline and low parental IQ and family socio-economic status have 
also been identified as risk factors. This type of behaviour has been linked to higher 
levels of depression, low self-esteem, decreased positive social contacts with peers and 
authority and lower academic achievement than comparison groups (McPhee & 
Andrews, 2006).
Recently research has considered the role of teachers in mediating these risk 
factors, as their responses to disruptive behaviours can have a significant impact on 
child development (Brattesani, Weinstein & Marshall, 1984). Historically this research 
has been based on attachment theory and social systems theory. According to 
attachment theory, children form internal working models for relationships based on 
early experiences with care givers. For some children these relationships may lead to 
insecure styles of attachment. This can be reflected in their relationships with teachers. 
In a positive relationship the teacher could become a safe base from which children can 
explore their environment. Without this children are less likely to be able to fully 
develop academically or socially. Social systems theory identifies children as part of 
wider systems at home and school which influence each other. For example if the child 
has a positive relationship with a sensitive teacher this can reshape and influence their
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internal working model of relationships hence affecting future relationships (Sabol &
Pianta, 2012). Teachers are also able to influence the way children respond to conflict
by teaching problem solving skills and coping strategies or alternatively through
modelling behaviours which might be seen more negatively such as authoritarian
punishment.
Research shows that the relationship between the child and their teacher is 
important and children who display externalising behaviours (i.e. behaviours that 
impact on others) benefit from close relationships. A close relationship can lead to 
increased academic performance (Baker, 2006), deceleration in behavioural problems 
(Silver, Measelle, Essex & Armstrong, 2005) and more positive peer relationships 
(Ladd, Birch & Buhs, 1999). However, children with problematic externalising 
behaviours are also reported to have more conflict in their relationships which is 
negatively correlated with closeness (Jerome, Hamre & Pianta, 2009).
There is no consistent definition of disruptive behaviour. Wickman (1928) 
argued that meaning is created by those who witness the behaviour. Research shows 
teachers find externalising behaviours most disruptive (Arbeau & Coplan, 2007) 
possibly because children are perceived to have more control over these behaviours 
(Arcia, Frank, Sanchez-LaCay, & Fernandez, 2000; Lovejoy, 1996). The research has 
not explored other reasons teachers find these behaviours most problematic although a 
number of hypotheses have been raised for consideration (Kem et al., 1999). The 
attributions teachers make about disruptive behaviours are varied and complex. Child 
characteristics are rarely cited, suggesting the behaviour is not stable at this age (Arbeau 
& Coplan, 2007). Environmental and family factors are more commonly implicated 
(Arcia et al, 2000; Jerome et al., 2009) although research has yet to consider what 
impact these attributions have on the way teachers manage the behaviour or their 
relationship with the child. Jerome et al. (2009) considered whether teachers who offer
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environmental explanations for behaviour are likely to feel they have no role in making
changes. Teachers report using a variety of techniques to manage disruptive behaviour
from authoritarian discipline and punishment (Lovejoy, 1996; Henricsson & Rydell,
2004) to promoting social skills (Arbeau & Coplan, 2007). It is unknown what factors
influence the way teachers respond or how this might impact on their relationship with
the child.
The research in this field has been predominantly quantitative and has elicited 
teacher opinions but has often neglected their understanding and explanations for the 
behaviours. This piece of research aims to address these issues which will ftirther our 
understanding of teachers’ understanding of disruptive behaviours and facilitate the 
development of support and training for teachers.
Research Question
How do primary school teachers make sense of disruptive behaviour in the 
classroom? How does this understanding affect their perception of the relationship 
between the child and teacher and the way in which the teacher interacts with the child?
METHOD 
Design
I am planning a qualitative design using Interpretative Phenomenological 
Analysis (IPA) to capture teachers’ understanding of their experience. This method is 
not concerned with objective reality but how participants construct a given phenomenon 
(Smith & Osborn, 2008). This allows for differences in actual experience and will 
enable me to make interpretations based on individual accounts as well as comparisons 
across accounts. Other qualitative methods such as thematic analysis do not allow both 
levels of analysis. I have discounted grounded theory because of the difficulties in 
reaching saturation when so little is known about the area and narrative analysis because
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I am not concerned with how accounts change. The data I collect will be retrospective
which is affected by accuracy of memory and potential omissions and elaborations by
participants. Furthermore, the semi-structured interview has been criticised for being
unable to capture the totality of the participant’s experience. In IP A the researcher
becomes part of the process of creating meaning and therefore does not attempt to be
separate from the work. Although this has benefits it also raises a critique of potential
researcher bias. To counteract this I will be keeping a reflective research journal to help
bracket my own experience (Giorgi & Giorgi, 2008). I will also ask for support from
my supervisors to code some of the data to consider consistencies and differences.
Participants
IPA aims to develop a detailed analysis of the individual experience therefore it 
is usually conducted with a small sample. I have discussed potential sample size with 
my supervisors and considered previous doctorial IPA studies (Jackson & Coyle, 2009; 
Mendes, 2002). I aim to recruit twelve participants which will enable enough data to be 
collected to make interpretations across the group without becoming overwhelmed by 
vast quantities of data.
When conducting IPA the sample should be homogenous (Smith & Osborn, 
2008). With this in mind I plan to recruit primary school teachers from three different 
schools in the south of England. There is no research to suggest that teachers of 
different age pupils have differing experiences of aggressive behaviour. There is also 
no research to suggest that teacher age or gender influences their understanding. There 
is some evidence that trainee teachers differ to their more experienced colleagues when 
rating severity of behaviour (Kokkinos, Panayiotou & Davazoglou, 2005; Lovejoy, 
1996) but no evidence to suggest this influences understanding. However, to ensure 
teachers have had some experience of disruptive behaviours I will only be recruiting 
teachers with at least 1 year of teaching experience. There is some evidence that
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teachers in high violence areas perceive behaviour to be less serious than in schools in
areas of low violence (Hudley et al., 2001). However, as this research is not concerned
with seriousness of behaviour but the way teachers understand it; this should not
influence the data significantly.
I plan to approach three primary schools with the aim of recruiting four teachers
fi-om each; this will help protect both the teachers and school identity. I have personal
connections with three primary schools, two of which have expressed an interest in the
research and agreed to a meeting with their teachers. Should this fail to provide a
sufficient sample other schools will be approached.
Interviews
There is general agreement that the best methodology for IPA is the semi­
structured interview (Smith & Osborn, 2005). I have attached the draft interview 
schedule and instructions which have been discussed and amended following 
consultation with two teachers (appendix one). I have also attached a draft of the 
information letter and a consent form (appendices two and three), which have been 
developed in consultation with teachers.
Procedure
1. Make contact with the head teacher in each school. Send the head teacher an 
information letter, full outline of the research and evidence of a favourable 
opinion from the faculty ethical committee.
2. Follow-up contact to answer any questions and arrange to attend a staff meeting 
to introduce myself and the research to teachers. Agree whether teachers can 
take part during school time or whether their participation should be outside 
work hours. Agree an appropriate place in school for interviews to take place.
3. Attend a staff meeting to introduce the research. Leave each teacher with an 
information letter and my contact details asking them to express their interest.
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4. Contact interested teachers to answer any questions and arrange interview time
and venue. Arrange alternative venues if teachers feel uncomfortable
undertaking the interviews at school.
5. If low level of response, ask head teacher to e-mail a reminder to the teachers.
6. Gain informed consent from all participants and conduct interviews.
7. If response continues to be low, repeat the process with other schools.
Ethical considerations
hi planning this research I have considered a number of ethical issues and sought 
guidance from the BPS Code of Ethics and Conduct (2009). I have undertaken a 
thorough review of the current literature and identified why the current study is 
necessary. The number of participants is consistent with a study of this nature.
All participants will be asked to give fully informed consent and be made aware 
that their interviews will be audio recorded. This study will not involve any deception. 
Through the consent form and information sheet participants will be made aware of the 
planned use of their data, how it will be stored (Data Protection Act 1998) and how it 
will be reported. They will also be assured of confidentiality and anonymity. 
Participation in this study will be voluntary with no obligation to take part. I will not be 
offering payment or incentive to take part. The population I will be working with are 
not considered to be vulnerable and therefore are assumed to be able to give informed 
consent. Participants will also be given the right to withdraw from the study at any 
time without giving reason.
An issue raised through consultation with teachers was where the interviews 
would be held, citing concern that teachers may find it difficult to express their true 
opinions within the school environment. Secondly, many primary schools do not have a 
confidential space in which the interview could be conducted. On the other hand 
teachers may be less willing and able to take part if they have to travel to a venue
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outside their normal working hours. In consideration of this I will be offering all
participants the option of whether they would like to take part within the school
environment or arrange a local venue for the interview to take place.
This study will be supervised by two more senior members of staff in the 
department with clinical and research expertise. This will help to ensure the research is 
being conducted within my own competence and any ethical issues are raised 
appropriately.
Although I will be working with adults who are not considered to be vulnerable, 
safeguarding must still be considered. Participation in this research is not envisaged to 
invoke high levels of distress, however, teachers may feel a range of emotions when 
considering their experience and it may raise concerns about control or doubts about 
own ability. In considering this, all participants will be offered the right to terminate the 
interview at any point and discuss any issues which arise. Participants will also be 
informed of their right to refuse to answer any questions which will not affect their 
participation in any way. All participants will be fully debriefed following their 
interview and provided information about local support and how to access this. The 
support available will be clarified with each head teacher as there may be differences 
depending on the school and the county where it is located. I have been made aware of 
a school counselling service in one county but would need to confirm whether this is 
available in all the counties in which my participants are based.
As I will be asking teachers about their experiences of working with children, I 
also need to be aware of child safeguarding procedures. Should an issue relating to 
child protection arise, this will be discussed with the participant, my supervisor and may 
need to be passed back to the head teacher. This has been explained in my information 
sheet and will be discussed at the start of each interview.
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This research does not involve any stakeholders and no conflicts of interest are
foreseen. However, schools and teachers may be concerned about being seen negatively
as a result of the research. Anonymity and a non-judgemental approach will therefore
be a salient factor communicated in the introduction to the research.
I am planning to apply to Faculty of Arts and Human Sciences, University of
Surrey, Ethical Committee in September 2012.
R&D Considerations
As this research will not be conducted within the NHS there is no requirement to
gain approval from the Trust R&D department.
Proposed Data Analysis
I will be using an Interpretive Phenomenological Analysis method suggested by
Smith and Osbom (2005). This involves transcribing each interview, then analysing
them individually. Each transcript will be read once to familiarise myself with the data,
and then re-read whilst making notes in the margin to identify ideas and emerging
themes. The transcript will then be read for a third time to identify themes and sub
themes, which will be recorded. The themes will then be transferred onto a separate
sheet to enable similar themes to be clustered together producing superordinate themes
and subthemes. This process will be repeated for each transcript and completed in
collaboration with my supervisor. Finally a summary of the themes will be produced
from all the transcripts allowing comparison across the participants. At this stage the
themes will be revised to ensure they are supported by sufficient evidence and fit into
the broader themes of the research.
IP A does not aim to be an objective process and as the researcher I will have a
role in creating meaning within the interviews. As such I will be keeping a reflective
research diary noting my own ideas and thoughts which might influence the research.
This will help me to identify my personal influence and bias in the analysis.
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Service User and Carer Consultation
I have consulted two primary school teachers in the development of this research 
proposal. They have had input into the interview schedule and other materials and have 
helped me to consider ethical issues related to working in schools. I plan to continue to 
consult with these individuals as the research progresses.
Feasibility Issues
As my participant pool is potentially very large I am not anticipating any difficulties in 
recruiting participants and I already have an expression of interest from two schools 
who have agreed in principle that I can approach their teachers. From my personal 
connections I have a further school to contact in September. If this fails to yield enough 
participants I will ask my supervisors and members of my cohort / department for 
further potential contacts and participants.
I anticipate the interviews will last for approximately one hour which may be 
problem for some teachers given their other commitments. Having discussed this with a 
teacher, they agreed an hour would be feasible but no more.
Given the nature of the research, teachers may feel unable to be honest about 
their experiences. I hope explaining my reasons for the research and previous 
experience with schools will help build trust and rapport. Confidentiality and a non- 
judgemental approach will also be important factors to make teachers aware of. I will 
meet teachers prior to the interview to explain the research rather than meeting teachers 
for the first time at interview. I have also consulted with two teachers about the 
interview and they did not foresee any problems in answering the questions. 
Dissemination strategy
I hope to publish the results of this study as this is an area where there have been 
a number of recent publications. I also anticipate presenting the results at appropriate
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conferences. The schools which take part would also be offered a presentation to
disseminate the results to them.
Study Timeline
• Course Approval -  August 2012
• Ethics Submission -  September 2012 (resubmission in November 2012 if 
required)
• Contact head teachers for consent to approach staff and attend staff meetings -  
November 2012
• Data collection started -  January 2013
• Draft method completed -  January 2013
• Data analysis started -  After first interview
• Data collection completed -  May 2013
• Data analysis completed -  August 2013
• Draft results completed -  October 2013
• Draft discussion completed -  November 2013
• Draft introduction completed- December 2013
• Complete draft submitted to supervisor - February 2014 
Signatures
Signature of Trainee:
pate:
University Supervisor: Dr. V. Fetch
Signature of University Supervisor:___
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Literature Review
Teachers’ Understanding of Aggressive 
Behaviour of Children aged Five to Eleven:
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ABSTRACT
Objective. To consider how teachers understand aggressive and disruptive behaviour of 
children aged 5-11 years and their response to it.
Method. Twenty articles were identified through a systematic search of the literature. 
Results. Quantitative research dominates the field, although value has been found in 
qualitative approaches. Overall teachers were most concerned about and least tolerant 
of externalising behaviours, possibly due to the impact on classroom functioning. 
Teachers were more likely to have conflict relationships with aggressive and disruptive 
children and use punishment and authoritarian techniques to manage these behaviours. 
There is evidence that teachers prefer developmental and environmental explanations 
for behaviours. Individual teacher characteristics have an effect on the meaning they 
attribute to aggressive behaviour. Consideration is given to the way disruptive 
behaviour affects the teacher emotionally and how this is reflected in their response. 
The impact of a label such as ADHD is also considered.
Conclusions. The review has revealed valuable data in relation to the research question 
and areas which have been less extensively discussed. These include; understanding the 
child-teacher relationship, the impact of cultural difference in education, the personal 
impact of disruptive behaviour on teachers and how these influence the way teachers 
respond. The clinical implications of teachers’ expectations and treatment of children in 
school are likely to impact on their long term well-being. The limitations of these 
findings and further research questions are discussed.
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INTRODUCTION
In the UK, Conduct Disorder (CD), Oppositional Defiance Disorder (ODD) and 
Attention Deficit Hyperactivity Disorder (ADHD) account for up to 45% of referrals to 
the Children and Adolescent Mental Health teams (Richardson & Joughlin, 2002). 
Furthermore, adolescents who demonstrate violent behaviours can be identified with 
50% accuracy at age seven by their behaviour at home and school (Loeber, Wung, 
Keenan & Giroux, 1993). The potential impact of aggressive behaviours on a child’s 
psychological well-being include, decreased positive social contact, poor relationships 
with authority, lower academic achievement and higher risk of depression in 
adolescence than comparison groups (McPhee & Andrews, 2006). Furthermore, 
longitudinal studies involving females with ADHD, show a higher prevalence of 
substance misuse and social, academic and cognitive impairments than comparison 
groups (Hinshaw, 2002). ADHD behaviours in childhood are also associated with 
lower social economic status and higher unemployment amongst adults (Barkley, 2006), 
which are risk factors for adulthood depression and other mental health difficulties. This 
evidence underlines the importance of understanding children’s behaviour from an early 
age and supporting them to improve their overall well-being.
Wickman (1928) initiated research exploring teacher’s attitudes towards 
children’s behaviour, much of which has been replicated. In his view behaviour only 
becomes a problem when it is in conflict with the rules and expectations of a given 
society. The attribution of a problem is therefore created by the individual who 
witnesses the behaviour and labels it as such. If the behaviour and attitude are 
interwoven in this way, then the importance of considering why a teacher perceives the 
behaviour as unacceptable is ultimately connected with why the child is behaving in that 
way. This provides a clear rationale for understanding teacher’s attitudes.
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Research in this area has primarily considered the behaviours teachers find
problematic and used rating scales such as the Child Behaviour Checklist (Ladd &
Profilet, 1996), which have proved to be reliable diagnostic tools. A large proportion of
the research focuses on adolescents and their teachers, however, teachers of younger
pupils are also likely to encounter challenging behaviour, such as physical aggression,
defiance and avoidance of authority (Loeber et ah, 1993). The way teachers understand
and manage this behaviour has a significant impact on how the child develops
(Brattesani, Weinstein, & Marshall, 1984; Feldman & Theiss, 1982). This review
focuses on mainstream teachers of children aged five to eleven (also referred to as
Primary School age), their understanding of aggressive and disruptive behaviour in the
classroom and the impact this may have on their relationship with the child.
METHOD
The studies included in this review were collated during January 2012 by 
searching PsychlNFO, PsychARTICLES, PsychBOOKS and the Psychology and 
Behavioural Sciences Collection. The search terms (identified as ‘subject terms’) were, 
teacher or elementary teacher and belief or perception or attitude or opinion or attribut^ 
(attribution) or judgement and violen* (violence) or aggress^ (aggressive or aggression) 
or delinque* (delinquent) or disruptive behavio* (behaviour) or conflict or antisocial 
behavio*. Further searches using the terms teacher and ADHD or Conduct Disorder or 
CD or Oppositional Defiance Disorder or ODD were conducted to ensure that disorder 
specific material had been included. This search strategy yielded 1477 unique results 
which were then screened using the criteria below.
Inclusion Criteria
• Articles were published in English before February 2012.
• Participants in the study were teachers of children aged 5-11 years.
• Articles investigated teachers’ understanding of aggressive or disruptive behaviour.
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Exclusion Criteria
• Articles written in languages other than English.
• Theses, reviews and commentaries.
• Research focus was teachers of children outside the 5-11 age range or special 
education teachers.
• Research focus was on prevalence of aggression or comparing different ratings of 
behaviour.
• Evaluations of school based intervention programmes (which although may have 
provided valuable data, a base line of teacher’s attitudes was rarely reported and 
could not be distinguished from the effect of the intervention).
This search strategy yielded twenty papers which have been included in this review. 
The reference lists of the selected articles were then searched for additional articles 
meeting the inclusion criteria, this yielded no further papers. Three of articles focus on 
children with an ADHD diagnosis, no papers specified an ODD or CD diagnosis. The 
studies were systematically analysed and are summarised in Appendix One.
RESULTS
Critique of Research Design
The majority of the studies reviewed were quantitative and used questionnaires 
such as the Student-Teacher Relationship Survey (STRS) (Pianta & Steinberg, 1992) 
and Child Behaviour Checklist (Ladd & Profilet, 1996), or attribution and response 
scales (Arbeau & Coplan, 2007). Wickman (1928) highlighted the difficulties 
associated with quantifying the subjective nature of human behaviour. Quantitative 
methods do not allow respondents to expand upon their answers, meaning that valuable 
information is neglected. Several studies report correlational results, which establish a 
relationship between two variables such as aggression and expected academic
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achievement, but do not allow causal conclusions to be drawn (Doumen, Verschueren &
Buyse, 2009). Regression analysis provides data relating to causality by assessing the
ability of each variable to contribute to the dependent variable as seen in Birch and
Ladd (1998). This type of research provides valuable data when designing
interventions.
Some researchers use a mixed method design, for example Spilt and Koomen 
(2009) compared the Child Behaviour Checklist (Ladd & Profilet, 1996) and STRS 
(Pianta & Steinberg, 1992) with the Teacher Relationship Interview (Pianta, 1999). 
They found that the interview provided data on emotional processes and how teachers 
cope with difficult experiences, which was not captured by the questionnaires. 
However, the research was limited by the small sample size; which only enabled 
detection of medium effects. Weisz, Suwanlert, Chaiyasit, Weiss and Jackson (1991) 
used questionnaires followed by open ended questions, but do not fully report the 
qualitative elements. This suggests that perhaps the authors placed more importance on 
the quantitative elements in their research which may be reflective of a publication bias 
in the area. This sparse data indicates that knowledge about teachers’ understanding of 
behaviour may be enhanced using qualitative measures.
Researchers have used a variety of methods to select the student subjects who 
are used as stimulus material for their participants. One is to use the same vignette for 
all participants, which reduces potential variance as it controls the type of behaviour 
being considered and increases reliability (Maniadaki, Sonuga-Barke & Kakouros, 
2003). Batzle, Weyandt, Janusis and DeVietti (2010) and Arbeau and Coplan (2007) 
report their vignette in appendices. However, Lovejoy (1996) does not report enough 
detail to enable the research to be replicated or for the reader to be fiilly informed of the 
behaviours being discussed. A further disadvantage is that vignettes lack ecological 
validity (Arbeau & Coplan, 2007). An alternative method to identify pupils is teacher
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or peer-nomination; however, self-report measures also contain the potential for bias 
(Arbeau & Coplan, 2007) and may result in the behaviours discussed varying widely 
and not being comparable. Excluding research which specifically targets ADHD 
behaviours, there is little consensus relating to the definition of disruptive behaviour. 
Arcia, Frank, Sanchez-LaCay and Fernandez (2000) consider that these behaviours are 
difficult to identify because they are present in typically developing children so teachers 
have to make a judgement on whether the behaviour is outside that of normal 
development. Using Wickman’s (1928) explanation of problem behaviour as a social 
construct, it would be impossible to define a behaviour which is consistent across a 
number of individuals. This raises concerns when making comparisons between 
studies.
Eleven of the reviewed studies were conducted in America (one of which 
compared America with Thailand) one in Canada, one in Australia and the remaining 
seven in Europe. The only UK study was Norwich, Cooper and Maras (2002) which 
focused on ADHD. Although these countries may be comparable in terms of economic 
wealth and development, there are differences in schooling systems, teacher training 
and general attitudes towards education. The issues with cross cultural comparison are 
confirmed by Weisz et al. (1991) who found that teachers in Thailand rated children’s 
behaviour less seriously and more likely to improve over time when compared with 
their American counterparts. Further to this Hudley et al. (2001) found that teachers 
who worked in areas where there was a high level of violence perceived behaviour in 
school to be less aggressive than teachers in areas where there was a low level of 
violence. This data suggests that the environment in which a teacher works will have an 
impact on the way that they perceive children’s behaviour. In turn this raises questions 
about comparing data collected fi*om different areas of the same country when exploring 
attitudes towards children’s behaviour.
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Many of the teachers were female and of a Caucasian background (Arcia et al., 
2000; Birch & Ladd, 1997; 1998; Kem, Edwards, Flowers, Lambert & Belangee, 1999), 
which may be a reflection of the demographic of the teaching profession. Hudley et al. 
(2001) considered ethnicity and found no significant differences in opinion between 
teachers of different racial background. It is likely that a high proportion of teachers 
were from the middle or upper classes due to the level of training required and likely 
salary of the profession, which may have created bias in teacher’s perceptions of 
children from more disadvantaged neighbourhoods. The effect of teacher demographics 
has not been considered in the literature.
Research has not considered the factors which may motivate a teacher to agree 
to take part in research (Arbeau & Coplan, 2007). This indicates a need to consider 
which classrooms and teachers are being included in the data and what effect this has. 
Type of Behaviour
Eleven of the papers consider teachers’ reactions to different types of behaviour. 
These broadly fall into two categories; externalising behaviours including hyperactivity, 
physical and verbal aggression and internalising behaviours including shy, withdrawn 
and unsocial behaviours. Wickman’s (1928) research, supported by later research 
(Arbeau & Coplan, 2007) indicates that teacher’s rate externalising behaviours as most 
problematic. They are associated with higher levels of relationship conflict and evoke 
more negative attitudes from teachers (Henricsson & Rydell, 2004). Conflict between 
teachers and their pupils has been found to be stable between the ages of five and eleven 
and to persist in relationships with different teachers (Birch & Ladd, 1998; Doumen et 
al., 2009). Positively, Hudley et al. (2001) found that between the ages of eight to 
eleven teachers’ ratings of total aggression decreased, indicating that behaviour may 
change as a child develops. This suggests that intervention to resolve conflict in early
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years may benefit these children and prevent further impact on other elements of their 
education and well-being.
There is evidence to suggest that teachers believe aggressive children have more 
control over their behaviour and are therefore more responsible for it, than children with 
attention difficulties (Arbeau & Coplan, 2007; Lovejoy, 1996). Supporting this, Arcia 
et al. (2000) found that most teachers understood ADHD related behaviours to be non- 
volitional and outside the child’s control. This is in contrast to teachers who were 
considering similarly aggressive behaviours but without the label of ADHD. 
Attribution of responsibility is likely to have an impact on the way in which teachers 
understand the behaviour and therefore affect their responses; this is discussed later in 
the review.
Teachers report aggressive behaviour to be least tolerable when compared to 
shy, unsociable or pro-social behaviour (Wickman, 1928). Research suggests that 
tolerance of children’s behaviour is negatively correlated with the teacher’s perception 
of academic and social costs to the child (Arbeau & Coplan, 2007). This data was 
collected from the response to two questions rated on a scale of agreement and therefore 
should he considered with caution given that participants were unable to expand on their 
answers. Teachers have reported that the most difficult behaviour to manage is that 
which interferes with their ability to teach and other’s ability to do school work (Arcia 
et al., 2000). This may explain the lower level of tolerance towards aggressive 
behaviour.
In contrast, Longaretti (2006) suggested that conflict is normal in student 
interactions and part of a regular developmental process. They observed 48 conflict 
interactions (in both the playground and classroom) and found that students often used 
force, threats, physical and verbal aggression to resolve conflict. They suggest children 
respond in this way due to their developmental stage rather than behavioural problems.
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This provides some support for Wickman’s (1928) concept that the way in which the 
event is perceived will effect whether it is viewed as a problem. Teachers’ perception of 
conflict will also affect the way in which they resolve it. Longaretti (2006) found when 
teachers perceived the issue as a ‘grizzle’; they suggested a withdrawal technique such 
as walking away. Teachers who believed the conflict to be due to the child’s inability to 
compromise utilised an authoritarian approach, lecturing the child or reinforcing clear 
rules and boundaries. They rarely took the time to listen to the child or help them to 
compromise. When interviewed none of the teachers considered conflict in schools a 
positive experience and or that it could be used as an opportunity to help children to 
develop new skills. Furthermore, many children will use their teachers as role models 
for solving conflict and copy their strategies. This has implications for training teachers 
in the positive management of conflict.
Student Characteristics
Student characteristics are regularly considered in the literature, possibly due to 
the ease of collecting demographic information relating to the target children. In 
addition they can be easily manipulated in vignettes to test specific effects. However, 
how teachers understand these factors in relation to aggressive behaviour is less clear.
Research suggests that teachers find aggressive behaviour equally intolerable 
irrespective of the gender of the child (Arbeau & Coplan, 2007). However, gender does 
appear to have an effect on the teacher’s perceived quality of their relationship with a 
given pupil. Birch and Ladd (1997: 1998) found that teachers reported more closeness 
in their relationships with female pupils and more conflict with males. They suggest 
this may be because males are more likely to exhibit externalising behaviours which are 
less suited to the classroom environment whereas females are considered to be more co­
operative and self-directed, behaviours which are valued in the educational system in
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the UK. Research has yet to explore why teachers feel closer to female students or why 
they might experience more conflict with males.
Racial background has also been implicated in teachers’ perceptions of conflict. 
For example Jerome, Hamre and Pianta (2009) found that children identified as Black^ 
were rated as having significantly higher levels of conflict with teachers at age five than 
children identified as White. Furthermore, they found an increasing gap between 
teachers’ ratings of conflict in relationships with Black and White children at age seven 
and eight which then decreased up to the age of eleven. These differences in teacher 
ratings remained after controlling for achievement, gender, behaviour problems, 
maternal education and time in child care. In support of this Eisenberg and Schneider 
(2007) found that children who were Hispanic or Asian were perceived to have more 
externalising problems and to perform less well on standardised reading tests than their 
Caucasian counterparts. It has been suggested that teachers may find it easier to form 
relationships with children who are similar to themselves. Given that the majority of 
teachers in the studies reviewed were Caucasian women, this may explain why female 
and Caucasian children were viewed more positively. There has been no research to 
confirm this suggestion and nothing of this nature conducted in the UK. With 
increasing awareness of diversity, this data may not be representative of the current 
climate and does not sufficiently explore the complexities of the relationship.
Behavioural problems also affect teachers’ perception of academic ability. 
Eisenberg and Schneider (2007) selected children with ADHD and asked teachers to 
rate their reading and mathematical ability which they compared with ratings for other 
children in the same school year group. They found that the children with ADHD were 
perceived by teachers to be performing less well in both skills than other children. 
However, these predictions were not home out in actual ability; the children generally
 ^Terminology and racial groupings are reflective of those reported in the original papers.
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performed better than expected. They controlled for the teachers’ perceptions of 
children’s behaviours in order to test the strength of this relationship, and found that this 
reduced the magnitude of the difference between perceived and actual ability but only 
by modest amounts. This suggests that there are other factors, presumably 
environmental, which may influence the differences between children’s perceived and 
actual academic performance. The measure used in this study is dependent on the 
school and overall year group ability, which may also account for some of the results. 
In contrast, Maas and Meijnen (1999) found that teachers also perceived problem 
students to have lower intelligence scores but this was borne out in actual levels of 
achievements.
Research suggests that the quality of teacher-child relationship also impacts on 
academic achievement. Children who had close and non-conflictual relationships with 
their teacher at age four and five had higher academic achievement scores between ages 
five and seven than those without these relationships (Jerome et al., 2009). This is 
supported by Birch and Ladd (1997) who found that after controlling for gender and the 
environment in which the child was being taught, perceived teacher-child closeness 
accounted for 7% of variance in visual skills and language skills. This indicates that 
children with conflictual relationships are likely to be affected academically. The 
relationship between behaviour and academic achievement may be explained by 
teachers investing more time and energy in non-problem students as these students are 
perceived to be more likely to achieve and hence provide greater rewards. Alternatively 
the research may indicate the presence of a self-fulfilling prophecy; less is expected of 
the children and therefore they achieve less.
Arcia et al. (2000) enabled teachers to expand further on their understanding of 
behaviour by using semi-structured interviews. They found that, second to 
environmental factors, teachers indicated that they felt children who spoke English as a
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second language often had more behavioural problems. They did not elaborate on why 
they felt this was, although it may be hypothesised that is was due to lack of language 
skills to resolve conflict peacefully or that they were unable to follow the activity in the 
classroom and hence were more inattentive. This is an area where further research may 
be beneficial. In the same study only three teachers cited biological factors such as 
‘brain imbalance’, heredity and an innate behavioural pattern. This research provides 
support for environmental explanations of aggressive behaviour rather than innate and 
stable personality characteristics.
Environmental Factors
Research demonstrates that teachers often attribute the aggressive behaviour of 
young children (age five) to situational or developmental factors (Arbeau & Coplan 
2007). As a result it is suggested that they may be ‘developmental optimists’ who view 
children’s disruptive behaviour as a phase. Support for this comes from Hudley et al. 
(2001) and Jerome et al. (2009) who found that teacher ratings of total aggression 
decreased as children aged, possibly in relation to developmental change as children’s 
self-control increases. Norwich et al. (2002) recognised that teachers perceive a strong 
association between poor attention and hyperactivity and difficulties in other areas such 
as emotional management and peer relationships, which will affect children’s ability to 
resolve conflict. Although this provides some support for the theory that aggressive 
behaviour is part of normal development, it may also reflect a change in the structure of 
education. As children get older they are involved in more self-directed work and have 
less opportunity for play and therefore conflict, they are also less reliant on teacher 
input and therefore may develop their own skills for managing conflict.
Arcia et al. (2000) found that over half of their participants offered 
environmental based explanations for children’s behaviour. Their reasons included a 
disruptive family environment, family neglect, lack of discipline at home, being raised
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by a single parent and having an over protective mother. Some of the teachers also 
indicated a deprivation theory such that these children had been kept indoors, not had 
someone to talk to, not been read to and had a family who were not supportive of 
education. Henricsson and Rydell (2004) and Jerome et al. (2009) found some evidence 
that supported these theories, for example conflict in school was negatively correlated 
with maternal education, maternal sensitivity, quality of home environment and 
academic achievement measured at age four. There was also a positive correlation with 
mean hours of childcare below age four. However, the gap, particularly in relation to 
maternal sensitivity, decreased as the children reached the end of primary school. 
Interestingly the child’s attachment style did not impact on the teacher ratings of 
aggression when they first started school (Jerome et al., 2009). This suggests that the 
teacher-child relationship may offer children the opportunity to form different types of 
attachment to those they have with their parents. It also indicates that children who may 
be insecure or disorganised in their attachments are not rated as more aggressive by 
teachers when compared to children with secure attachments. It may be that early 
difficulties become less apparent as children develop or alternatively that maternal 
sensitivity impacts on other areas, perhaps development of social skills. This limited 
research highlights the need to explore the nature of these relationships to further 
understand how teacher relationships may mediate environmental factors.
Jerome et al. (2009) found that teachers who considered the cause of the 
behaviour to be environmental offered environmentally based solutions, such as a more 
stable home life, more reading and less TV and a male role model. None of the 
mainstream teachers indicated that a school approach or changes in the way they 
interact with the child might help to improve the child’s behaviour. This suggests that 
teachers may be less likely to address behaviours if they perceive them to be outside
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their control which has implications for their motivation to address behaviours in the 
classroom.
Research shows that the culture in which the behaviour occurs has an impact on 
the way it is perceived. Research by Hudley et al. (2001) comparing schools in two 
communities with differing levels of violence suggested that expectations of children 
may depend on the overall expectations of their community. Males who were 
aggressive in the lower violence community may have been considered to be outside the 
norms for that school, hence they were perceived to be more aggressive than males in 
the high violence area. The authors also suggest aggressive acts may have a different 
meaning in the community that does not regularly experience violence. Similarly Maas 
and Meijnen (1999) found the mean social economic status (SES) rating was 
significantly lower for problem students than non-problem students. In their model they 
found SES was the only significant factor for perceptions of aggressive behaviour, 
which suggests that all other factors being equal, children with high SES will be less 
likely to be perceived as problem students by their teachers. This may be because 
teachers have higher expectations of these children, or these children are more able to 
demonstrate behaviours which are acceptable in the classroom. The impact of 
environment is an important and somewhat under researched area. It raises questions 
about whether the same behaviour is perceived as problematic in different environments 
and the impact that this might have for children.
Classroom Factors
Classroom characteristics also impact on teachers’ understanding of aggressive 
behaviour, for example in a classroom with a high level of achievement a child whose 
behaviour is disruptive or inattentive may be more noticeable (Maas & Meijnen, 1999). 
In addition the less disruptive a class is, in the eyes of the teacher, the lower the chance 
that an individual student will be labelled as a problem. It may be that a teacher in a
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classrooms with little disruption has more time to devote to an individual pupil and can
offer more support than a teacher in a class with more disruptive behaviour where time 
is spent attempting to maintain control. This hypothesis has not been investigated in the 
research. In contrast to the evidence about individual students, the overall SES and 
ethnicity of the class did not affect the teacher’s judgement of problem students; neither 
did the number of students in a class or amount of pressure placed on the teacher by 
parents.
Birch and Ladd (1997) found that children in classrooms characterised by higher 
levels of teacher-child conflict were perceived by teachers to like school less and be 
more likely to avoid school. It is not clear whether the conflict is due to the teacher 
perceiving that the child does not want to be in school or due to child’s response to the 
way the teacher manages their behaviours. To date there has been no discussion with 
teachers about how perceived school liking impacts their relationship with pupils.
Children in classes with more conflictual relationships were reported by teachers 
to be less self-directed and less cooperative in their participation than in classes where 
there were lower levels of conflict (Birch & Ladd, 1997). This suggests that one child’s 
behaviour can impact on the teacher’s perception of the class as a whole. Research 
indicates that teachers are more likely to intervene when aggressive behaviour is likely 
to impact the individual’s and other’s social and academic achievement (Arbeau & 
Coplan, 2007). Pressure to meet academic targets may also affect the teacher’s ability 
to devote time to aggressive behaviour, although this has not been investigated in the 
literature.
A final consideration is how information is informally communicated between 
teachers and may lead to preconceptions about a child (Jerome et al., 2009). This may 
explain why conflict in the teacher-child relationship is stable even when the child 
changes teacher (Birch & Ladd, 1998, Doumen et al., 2009). Further research in this
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area is needed to expand understanding of how teachers receive and process information 
from colleagues and the impact this has on their perception of children.
Teacher Characteristics
Six papers report information about how individual teacher characteristics may 
impact on perceptions of aggressive behaviour. Like the student characteristics, some 
of these are external such as teaching experience, perceived control in the classroom and 
cultural factors and others are internal such as coping skills and personality 
characteristics. Furthermore three of the papers provide information about teacher’s 
affect in response to the aggressive behaviour of children.
In terms of experience, Kokkinos, Panayiotou and Davazoglou (2005) found that 
qualified teachers rated disruptive behaviour less severely than trainee teachers. 
Whereas, Spilt and Koomen (2009) found teacher age and experience were not 
significant in reports of relationship quality. One might assume that perception of 
severity would impact on the quality of the student-teacher relationship. The difference 
between the two findings may be due to the teachers in the second study having an 
average of over 15 years of teaching experience compared to Kokkinos et al. (2005) 
where teachers were more inexperienced. There is very limited research into how 
experience affects teachers’ understanding of aggressive and disruptive behaviour.
Doumen et al. (2009) investigated the effect of the teachers’ perceived control 
over the child’s behaviour. Their data suggested that the more aggressive the child was 
at the beginning of the year the more teacher-child conflict there was, however, a novel 
finding was that this was directly related to the teacher’s perceived level of control. 
They suggest if a teacher perceives they have less control over the child’s behaviour, the 
child may represent a threat to their teaching ability which will amplify any initial 
relationship difficulties. This research was conducted among teachers of five year olds; 
it would be interesting to explore whether perceived control is equally important or
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perhaps more so, amongst teachers of older children. Furthermore, the consideration of 
the teachers’ perception of behaviour in relation to threatening their ability to teach has 
not been explored in the research.
Personality factors may also be significant when considering how teachers 
understand children’s behaviour. Kem et al. (1999) found that teachers who felt a high 
desire to contribute to other’s wellbeing, perceived there to be less dismptive behaviour 
in their classroom. On the other hand teachers who liked to be in control were more 
likely to perceive behaviour to be dismptive and indicated that these children were less 
likely to do homework, cooperate in class, follow direction and be more impatient and 
aggressive. However, they also commented that those children would have positive 
leadership qualities. It is suggested these teachers probably expend more energy in 
taking control of children’s behaviour, as this may be a threat to their own desire to be 
in control. Teachers who were more anxious and sensitive in their own relationships 
were also likely to perceive children to be more aggressive; however, they did not 
associate positive leadership characteristics with these children. It is hypothesised they 
were more likely to take a tentative approach to discipline and therefore may be more 
threatened by the behaviour. Kem et al. (1999) found that between 5% and 10% of the 
variance in perceived student behaviour was accounted for by differences between 
teachers. In addition to this, Kokkinos et al. (2005) considered the Big Five Personality 
Characteristics (Costa & McCrae, 1992) in relation to teachers’ understanding of 
aggressive behaviour. They found that amongst trainee teachers there was a positive 
association between conscientiousness and severity ratings of antisocial, oppositional 
and negative affective behaviour categories, suggesting these behaviours might impact 
on teacher’s perceived job success. There was no association between neuroticism or 
socially anxious trainees and their rating of seriousness which contradicts evidence of 
Kem et al. (1999). There was a positive relationship between level of bum-out among
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teachers and inflated perceptions of antisocial behaviour. A number of conclusions may
be drawn from this. For example, the more stressed a teacher is the less tolerant they are
of students disruptive behaviour, or the more conscientious they are the more disruptive
behaviour threatens them. However, the paper did not explore how the participants felt
these characteristics impacted on their understanding, so conclusions such as these are
supposition.
Cultural and community environmental factors may also play a role. For 
example, Weisz et al. (1991) found that Thai teachers, more than American teachers 
attributed both over and under controlled behaviours to faulty child rearing, 
socialisation or teaching. This research suggests that the teacher’s own background is 
likely to affect the way in which they perceive the behaviour. However, there have 
been no other studies exploring this aspect.
Teacher Response to Aggressive Behaviour
Arcia et al. (2000) found that teachers used a variety of techniques to manage 
behaviour. Positive behaviour was generally rewarded, however, negative behaviour 
incurred responses such as sitting the child at the front of the class or keeping them in 
during break times to complete work with individual support. Teachers described this, 
not as punishment but as a positive experience for the child to get the support they 
needed (it is not known if the child agreed). Responses such as these also allow the 
teacher to monitor the student more closely (Arbeau & Coplan, 2007), which enables 
them to intervene quickly to prevent a situation from escalating (Longaretti, 2006). It is 
possible that aggressive children who are closely monitored are more likely to be 
noticed for minor disruptive acts and for teachers to intervene rather than allowing them 
to manage disputes themselves as they might with less aggressive children. This may 
contribute to perceptions that these children are more aggressive.
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The emotions experienced by teachers in response to aggressive behaviour have 
been sparsely explored and scantily reported in the literature. Lovejoy (1996) found 
teachers reported more negative affect in response to the aggressive child than the 
inattentive child. Longaretti (2006) and Spilt and Koomen (2009) support this, finding 
that teachers expressed more helplessness and anger in their narratives about aggressive 
children than children with other problems. Spilt and Kooman (2009) recognised that 
teachers may shy away from discussing negative emotions in conflictual relationships, 
possibly because they feel they have to supress their emotions and ‘act professionally’. 
For participants to disclose information of this nature the researcher would need to build 
a non-judgemental atmosphere of trust. Split and Koomen (2009) also found that 
teachers expressed similar levels of positive affect in their narratives about disruptive 
children verses non-disruptive children and similar levels of closeness. Although 
disruptive children are generally seen to have negative attention from their teachers, 
there is evidence of time spent in positive interactions (Henricsson & Rydell, 2004). An 
understanding of the impact children have on teachers’ emotions appears to be a 
neglected area and one which is likely to have a significant impact on the way teachers 
understand aggression in their classroom.
Teachers’ emotions are also likely to impact the way in which they respond to 
the behaviour of their pupils. For example, Lovejoy (1996) found inexperienced 
teachers reported punishment and angry discipline was more appropriate in response to 
the aggressive children than the inattentive overactive students. They would also make 
aggressive children sit alone for longer as a punishment. Henricsson and Rydell (2004) 
provide further evidence for this, finding children with externalising problems had more 
disruptive behaviour corrections and more mutual anger interactions than the group with 
internalising problems. Teachers reported they often felt ‘annoyed’ and ‘frustrated’ by 
taking on role of arbitrator in students disagreements (Longaretti, 2006), and in
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playground observations, 9% of time teachers responded emotionally with anger and 
frustration. This suggests, when feeling angry, teachers are likely to convey this to 
pupils in the way they manage the situation and discipline them. This may be because 
aggressive children are generally perceived to have more control over their behaviours 
than inattentive children (as previously discussed). The teachers reported they were less 
likely to help or change tasks for the aggressive children than for the inattentive 
overactive children. This suggests a lower level of sympathy for these children and 
possibly the teacher assuming that the child could do the work but were choosing not to 
which given generally low levels of achievement may be a misattribution. Further 
research is needed to fully explore the effect of teachers’ emotions.
In contrast to the anger response, teachers in Arbeau and Coplan's (2007) study 
reported they were more likely to promote social skills, monitor the situation or get 
child to make amends. This response appears to be in contrast with the data described 
above. It may be due to timing, the earlier research suggesting an emotional 
punishment response whereas slightly later having more of a social skills approach. 
Alternatively it may be a result of cultural differences in the schools where the research 
took place. The data does not consider the effect of school behavioural policies which 
may offer guidance about managing behaviour.
The quality of the relationship between child and teacher is also affected by 
aggressive behaviour. The STRS (Pianta & Steinberg, 1992) defines three qualities in 
the relationship, conflict, closeness and dependency. The research exploring 
relationship quality and aggressive behaviour has yet to produce consistent results. 
Henricsson and Rydell (2004) found children who displayed externalising behaviours, 
who we may assume given the earlier discussion, will have more conflict in their 
relationships, had close relationships with their teachers. In contrast, Jerome et al. 
(2009) reported that closeness and conflict were negatively correlated and also found
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the closeness in relationships between child and teacher decreases with age. This may
be a developmental or social process as children become more independent and more 
reliant on peers. Spilt and Koomen (2009) found teachers who had positive affect in 
their relationship with a child and felt they could help them, were more likely to have a 
close relationship with that child. However, where there is lack of coherence and anger 
in the relationship there is more conflict. In contrast Doumen et al. (2009) found 
feelings of helplessness were not related to conflict in the relationship. The explanation 
Spilt and Koomen (2009) offer for this is that non-close relationships may evoke 
feelings of ineffectiveness, which may therefore discourage the teacher from placing 
personal investment to manage the child, for what they may perceive to be little reward, 
although this has not been explored in research. The conflicting results in this area may 
be explained by individual characteristics of the student, teacher and the environmental 
constraints of the classroom as well as the culture in which the behaviour occurs. 
Labelling
There is a substantial body of evidence which explores the impact of labelling 
and how this alters understanding of individuals with that label. However, this review 
has only identified three papers which approach this from the perspective of primary 
school teachers and considers the impact on their understanding of aggressive 
behaviour. All three papers discuss the ADHD label, neither Conduct Disorder nor 
Oppositional Defiance Disorder were considered, which may be reflective of the label 
children under eleven are given. The study by Batzle et al. (2010) was conducted with 
teachers of children aged five to sixteen and it is not clear in their results which findings 
relate to younger or older children, hence this data is approached with caution when 
including it in this review.
Batzle et al. (2010) found teachers perceived children with the label of ADHD 
less favourably on scales of behaviour, IQ and personality when compared to children
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with no label. Lovejoy (1996) also found the presence of a diagnosis was associated
with perceptions of increased deviance. Teachers in this study commented that they
believed it was less appropriate to ignore the misbehaviour of a child with a diagnosis of
hyperactivity. Arcia et al. (2000) found that teachers seldom used the ADHD label when
referring to the children. They explained the behaviour using environmental factors and
felt the child might grow out of it. They also suggested labelling does not help the child
and teachers were not knowledgeable enough about it, therefore having the label would
not make a difference. From this evidence it would appear that teachers are sceptical
about the value of labels but possibly, subconsciously, the presence of a label negatively
impacts on their expectations and behaviours. This suggests there is a need for training
teachers about specific conditions otherwise, children with behavioural difficulties will
be adversely affected simply because of the label they have been given.
In the UK, children with emotional and behavioural difficulties which affect 
their learning may be given a statement of Special Educational Need which will provide 
additional support for them within the school environment (Department for Children, 
Schools and Families, 2009). This is another form of label as it is given to children with 
a wide selection of difficulties, from learning disabilities to physical disabilities. The 
literature has revealed no information about the impact having a Special Educational 
Need statement has on the way that teachers perceive and understand children’s 
behaviour. Or what preconceived ideas are associated with this type of label. This is an 
area where further research is needed.
DISCUSSION
Due to the challenges of defining aggressive and disruptive behaviour, drawing 
comparisons across the research has been difficult. Wickman’s (1928) definition 
suggests behaviour can only be defined by the observer within the social situation in
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which it occurs and is only a problem when it is in conflict with the rules of the
environment. Therefore a consistent definition is not only unlikely but impossible.
With this in mind, research which asks participants to rate behaviours may be
neglecting the complexities of the experience. Split and Kooman (2009) found an
element of teachers’ processing and understanding of disruptive behaviour was omitted
using quantitative measures but could be explored by qualitative methods. This
highlights the need to conduct more qualitative research to capture the experience of
teachers to compliment the quantitative data in this field. This review has also
identified a need for further research to be conducted within the UK. Issues of cultural
difference have been raised in relation to how these impact the way teachers understand
behaviour, questioning the validity of comparing evidence across countries and cultures.
The diversity of the teaching profession has not been reflected and as the majority of the
participants in a number of the studies were Caucasian females; this may have biased
the data. The research does not take into account Government and School Policies,
which are UK specific and may affect the teachers’ understanding of behaviour.
The review indicates teachers have least tolerance of behaviours which disrupt 
their classroom and may threaten their ability to teach, although there is limited 
discussion of this. They show most concern when behaviour impacts on the child’s 
ability to learn and the potential social costs to the child, whilst having to balance the 
needs of the rest of the class and achieve academic targets. Some of the data indicates 
aggressive behaviours affect the child’s relationship with the teacher and their 
enjoyment of school. This has implications for the child’s school career and longer 
term prospects. The ways in which teachers manage conflict will affect the methods 
which children adopt to resolve difficulties, therefore if teachers are not modelling 
positive ways of resolving conflict, the child is unlikely to learn these. There is some 
discussion about teachers reluctance to disclose negative emotions raised by children’s
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disruptive behaviour (Spilt & Kooman, 2009) which are likely to have an impact on the
way they respond to the child and also their personal well-being. Questions have not
been raised about how teachers manage this affect or their awareness of the impact it
has on the relationship between themselves and the children. There was no evidence in
the review that teachers had been asked about the support which was available to them.
A number of explanations have been offered for children’s behaviour. Internal 
causes are rarely cited and most teachers seem to favour a developmental model, 
indicating the behaviour is a phase linked to immaturity or lack of social skills. This 
evidence is mainly drawn from teachers of children aged five to six. It would be 
interesting to consider whether this is still true in older year groups of primary school 
when disruptive behaviour may be seen as more stable (Loeber et al., 1993). 
Furthermore, Jerome et al. (2009) suggest that teachers who feel that children’s 
behaviour is due to environmental factors external to school are less likely to be 
motivated to make changes. It may be hypothesised that they are less likely to teach 
children social and problem solving skills to manage conflict. However, this has not 
been explicitly tested in research.
A further area for research, raised by Jerome et al. (2009) is the way in which 
information about children is passed informally amongst staff and pupils and how 
preconceived ideas may impact the way children are approached in the classroom. For 
example, if a child is labelled as ‘difficult’ does the teacher pre-empt this and sit the 
child at the front of the class? Are they more vigilant about behaviour? Is it assumed 
that if there is a disturbance that the ‘difficult’ child is to blame? If the child is not 
listened to and assumptions made about him/her, does this then impact on that child’s 
self-esteem, peer-liking, school-liking and general well-being? This is an area which 
has not been explored within this literature.
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There are some limitations within this literature review. Firstly, the search was
conducted using psychological search engines such as PsychlNFO, and as a result 
educational literature may have been neglected which could have added to 
understanding in this area. A second limitation is that the grey literature was not 
searched, so again work may have been conducted in this area and not included. A 
decision was made to exclude data which focused on school based interventions; this 
was due to the volume of data and limited focus on teacher beliefs prior to the 
intervention. However, it is acknowledged that this may have provided further data 
which has not been included in the review.
Overall, there has been some valuable research considering the ways in which 
teachers understand and attribute student’s aggressive behaviour. However, this review 
has raised a number of specific questions. Firstly, due to cultural differences identified 
in the research, there is a need for research to be conducted within the UK. Secondly, 
the majority of the research is quantitative and there is value in designing qualitative 
methods to elicit the complexities of teachers’ understanding of aggressive behaviour.
Further research opportunities might include; exploring teachers’ understanding 
of their relationship with children and identifying what it is about the behaviour or the 
child which increases conflict in relationships. Exploration of the affect this behaviour 
has on teachers, both on a professional and personal level. Consideration of the 
negative affect that this behaviour creates and how it influences the teacher’s response 
would further our understanding of support and strategies which could be offered to 
teachers. There is little understanding of the meaning teachers give to children’s’ 
behaviour, for example if it is perceived as a threat to their ability or identity, how does 
this affect the way they respond to the child? The research has shown that teachers 
construct conflict as a negative experience which is likely to lead to negative responses, 
if teachers were to reconstruct conflict as a positive learning experience, this may lead
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to more positive intervention and potentially different outcomes for pupils who 
demonstrate disruptive behaviour. As teachers often understand disruptive behaviour as 
a developmental stage, there may be value in considering skills training as a behaviour 
management strategy. In relation to this the attributions teachers make about children’s 
behaviour have been under explored. For example a child has suffered a significant 
bereavement and displays aggressive behaviour is likely to be viewed differently to a 
child whose behaviour has no obvious cause, and therefore the teacher response is likely 
to be different.
Consideration needs to be given to the cultural and social aspects of the 
behaviour. Questions have been raised about the context in which the behaviour occurs 
and the expectations that society may place on children in given contexts. Comparison 
work may highlight the differing expectations that teachers have of children and which 
children are labelled. For example a child who is seen as having behavioural difficulties 
in one school may not be viewed in the same way in another school. Another area 
which has been under explored is the impact that the teachers’ background and 
personality have on their perceptions of children’s behaviour. In conclusion, this 
review has highlighted a number of gaps in the knowledge in relation to how teachers 
understand and respond to aggressive behaviour and the clinical impact that their 
interpretations have for children.
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Service Related Research Project 
Evaluation of the Placement Advising Scheme: The 
Supervisors’ Perspective.
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Abstract
Title: Evaluation of The Placement Advising Scheme: The Supervisor Perspective. 
Objective: To consider the views of supervisors who were involved in The Placement 
Advising Scheme, their perception of its value and ideas for involving service users in 
trainee clinical psychologist’s clinical placements in the future.
Design: The evaluation used a qualitative approach of semi-structured interviews which 
were analysed using an inductive thematic analysis (Braun & Clarke, 2006). 
Participants: Seventeen clinical supervisors were approached and six agreed to take 
part in the evaluation.
Main Measures: A semi-structured interview was developed in consultation with 
University staff.
Results: Supervisors saw value in the scheme however; they recognised the significant 
time commitment. The meetings were felt to be contrived and awkward and difficulties 
in the relationships emerged. The supervisors felt independent to the scheme and had no 
clear role which made it difficult to support their trainees. Poor recollection of the 
scheme was also prevalent throughout the data.
Conclusions: The scheme was considered a good idea in principle and new ways to 
involve service users in trainee placements were valued. The data has implications for 
further schemes of this nature. Firstly, supervisors wanted to be involved and have a 
clearly defined role. Secondly, meetings should be local with minimal time commitment 
to reduce pressure on trainees and finally, service user groups with relationships to the 
services could be utilised. Overall, it was considered that projects of this nature needed 
to have a greater degree of collaboration with the supervisors.
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Introduction
Research has shown service user involvement to be beneficial in training 
healthcare professionals (Wood & Wilson-Bamett, 1999) and a commitment to service 
user involvement in training clinical psychologists is reflected in the Division of 
Clinical Psychology Good Practice Guidance (2008). Hayward, Hughes, Southwood, 
Pearce and Holmes (2006) suggest the involvement of service users in clinical 
placements has been a neglected area, yet may be one of the most influential aspects of 
learning.
In 2007, two universities received joint funding to develop a project to increase 
service user involvement in training clinical psychologists. The Placement Advising 
Scheme (PAS), paired first year trainees with service users, during their adult mental 
health placement. The service users, called Advisors, were recruited from service user 
groups in the locality of one NHS Trust. Thirty-eight trainees took part over three years. 
They were expected to meet monthly to discuss various issues including; experiences of 
the mental health system, the historical and current involvement of service users in the 
NHS and the carer’s role. There was no additional time requirement for the supervisors 
although the trainees were expected to discuss and reflect upon their experiences during 
supervision. The scheme was only available to trainees who were on placement within 
the selected NHS Trust.
The PAS ended in 2010 and has been evaluated from the perspective of trainees 
and service users. Cooke and Hayward (2010) presented data from feedback and a focus 
group of the first eleven trainees to complete the scheme and Atkins, Hart, O’Brian and 
Davidson (2010) published reflective accounts of their experiences of the scheme. The 
service user data has yet to be published. Although, feedback has generally been 
positive (Riddell, 2010), data from trainees identified a number of challenges in the 
scheme. These included negotiating boundaries, forming new relationships (Cooke &
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Hayward, 2010) and initial uncertainty of roles (Atkins et al., 2010) which was also a
theme in the focus group with service users (S. Holttum, personal communication,
November 29, 2011). Trainees commented that their clinical practice had changed as a
result of the experience, however at times it was difficult to balance the meetings with
competing clinical demands. This project provided a valuable unique space which was
free from the normal constraints of supervision and evaluation (Atkins et al., 2010). The
results of focus groups with the Advisors (S. Holttum, personal communication,
November 29, 2011) suggested that they valued being part of the scheme, having a
different space where they could be themselves, share their experiences and contribute
to the learning of others. These evaluations are based on small samples and questions
are raised about how representative the data is and whether the analysis was robust and
transparent, Cooke and Hayward (2010) do not report their method of analysis. The data
should therefore be considered with some caution.
The evaluation has yet to consider the perspective of the supervisors involved. 
The role of a supervisor is complex and multi-faceted, involving feedback, evaluation 
and the acquisition of skills (Falender & Shafranske, 2004). Supervisors have a 
significant influence in trainee development and therefore their view is vitally important 
to evaluate the overall success of the scheme.
Research Aims and Objectives
The aim of this evaluation was to explore the views of the supervisors involved 
in the Scheme. Specific objectives were to consider the value and challenges of the 
scheme and identify ways in which service users could be involved in clinical 
placements in the future.
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Method 
Design
The research was developed collaboratively with university staff involved in the 
project. Given the time constraint and geographical location of the supervisors, 
telephone interviews were used to collect the data. Although, the scheme was a joint 
project between two universities, this evaluation focuses on the supervisors affiliated 
with one of them.
Participants
Seventeen supervisors were involved in the scheme, of these seven were 
unavailable due to long term leave or retirement and four indicated they could not 
remember the scheme or did not have enough involvement in it. Six supervisors 
consented to take part in the evaluation. Participants included three male and three 
female supervisors, all of whom worked in adult mental health services. One participant 
supervised three trainees during the scheme, one supervised two trainees and the other 
four supervised one trainee each. Only 35% of the supervisors involved were available 
to take part in the evaluation therefore the sample may not be representative and the 
interpretations made in this report should be considered with caution.
Measures
The interview schedule (appendix one) was developed in collaboration with staff 
fi*om the University and included service user input through a specialist member of 
staff. The interview broadly focused on: the role of supervisors in the scheme, their 
expectations of the scheme and perceptions of its value, the challenges of the scheme, 
changes which could be made and ideas for future involvement of service users in 
trainee placements.
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Procedure
The supervisors were contacted by email containing an information letter 
(appendix two) and follow-up telephone contact was made to arrange a time for the 
interview. Ethical approval was not required as this was a service evaluation; however, 
all participants were informed of the purpose of the evaluation, confidentiality and data 
storage in the information letter. This was reiterated at the beginning of each interview 
and verbal consent obtained. The interviews lasted up to fifteen minutes and were audio 
recorded and transcribed. The only exception to this was one participant where an 
interview could not be arranged but a written response to the questions was obtained.
The data was fully anonymised for the purpose of this report and supervisors 
were asked not to refer to their trainees by name to protect their identity.
Data Analysis
An inductive thematic analysis (TA) was conducted as it is flexible enough to 
account for individual experiences and is independent of theoretical approaches (Braun 
& Clarke, 2006). Alternative approaches such as Interpretive Phenomenological 
Analysis (IPA) and Grounded Theory were considered but both are theoretically bound 
whereas TA may be used within different theoretical frameworks. Furthermore as TA 
does not require detailed technical or theoretical knowledge, it offered an accessible 
method of analysis which was possible within the limited timeframe of this project. 
Braun and Clarke (2006) recognised that there is no agreed way to conduct TA but 
suggest a six step framework; which has been adopted for the current analysis and by a 
number of other researchers. The process involves:
1. Familiarise yourself with the data
2. Generate initial code
3. Searching for themes
4. Reviewing themes and producing a thematic map
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5. Defining and naming themes
6. Producing the report
Initially the researcher immersed themselves in the data and re-visited it on 
several occasions to generate the initial codes. This involved a line by line analysis of 
the data making note of their interpretation of the salient factors in each line. These 
notes formed the initial codes which were then grouped into similar ideas to form 
themes. Each theme was revisited to check the content and a thematic map was 
produced. This is presented in appendix three and shows the seven themes and the codes 
which contributed to each theme. In some cases one code contributed to several themes. 
An excerpt of the transcript is presented in appendix four.
Results
Six supervisors consented to undertake interviews and through the thematic 
analysis six themes were identified with an additional meta-theme of memory (see 
appendix three). Comments such as “I really don’t remember that much about it” 
punctuate the transcripts, suggesting that participants also wanted their data to be 
considered with this caveat.
Information about the Scheme
There were mixed responses about the amount of information supervisors 
remembered receiving about the scheme. Examples of these included: “I don’t 
remember getting any direct information about the scheme from the University.” “I had 
very little information, umm, but I didn’t feel I needed any” and “I’m sure there was the 
opportunity for me to contact to request more information had I wanted it, but I was 
happy with the scheme.”
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The role of the Supervisor
Themes of having no role or an unclear role emerged from the data. “This was
actually one of the things that wasn’t clear, apparently I had no role, other than just to
facilitate the trainees release to go out and meet the service user.”
All the participants recognised they were required to enable the trainee to make
the time to undertake the meetings but only half considered their role may have
involved more than this.
I felt my role was really, no more than that (supervising the trainee) just
helping her draw out and considering how her contact with the service user
representative influenced her understanding of things from the service user’s
point of view.
One participant explicitly commented how separate the scheme had felt from the 
placement. “I thought it was important that the trainees had the freedom and the 
independence, I mean it was their kind of service user/ mentor and somewhat 
independent of supervision.” Furthermore, on reflection the same participant raised a 
concern “I almost thought I don’t need to deal with that”, implying that as the scheme 
considered the service user perspective, the supervisor may not need to.
Expectations of the Scheme
Similarly it emerged that the supervisors had unclear expectations of the 
scheme. However, a consistent theme across the responses was that in theory, gaining 
the perspective of a service user would increase trainee’s understanding of the role and 
affect the way they worked with clients.
It would help people think out of the box, to think about a range to things 
including language, acronyms and the complexities of the mental health 
system, what it would be like coming to an initial appointment with a 
psychologist... thinking about professional power issues.
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The participants described few conversations with their trainees about their expectations
of the scheme, but felt they were similar to those described above.
The value of the Scheme
There were mixed opinions about the value of the scheme and evidence of
conflict between theoretical value and actual achievement, “...expectations of what I
might have valued about it, umm, that wasn’t happening for trainees.” Another opinion
was the scheme was of little value. “I actually valued nothing, for me it was actually an
intrusive waste of time.” There were also indications that supervisors thought there was
little that the trainees had valued about the scheme.
In contrast an alternative interpretation can be made from the data. Trainees
“...really benefitted from and valued the experience to consult with someone with
expertise of receiving services and had lived experience.” Furthermore the scheme may
have helped trainees and supervisors to “keep (service users) in mind” and “more
readily ask questions.” In considering value for trainees, one participant commented “I
think certainly, felt that it kind of, enriched their training” and gave them “heightened
sensitivity” to service user issues. In this evaluation, all the supervisors agreed the
scheme did not have any impact on the wider service in which they worked.
Challenges of the Scheme
Two challenges were identified for supervisors, firstly “making time to be aware
of it” and discuss it in supervision, and secondly, managing the challenges raised by the
trainee resulting from the meetings. “If supervisors are more involved then when these
sorts of issues come up we are more in a position to deal with them.”
The supervisors perceived several challenges for trainees including, time to take
part in the scheme. One trainee had to “take up to four hours for the meetings”, which in
combination with the demands of the placement could be difficult, “...learning a whole
range of interventions and then having to bring into that a sort of service user
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perspective was a lot to manage.” One supervisor commented that because only selected
members of the cohort were part of the scheme “it caused quite a lot of resentment”.
The analysis also identified some negative attitudes about the scheme, for example:
“tokenistic”, “contrived”, “artificial” and “minimal.”
The relationship between the advisor and trainee played an important role for
one participant, “...she (the trainee) described the person (advisor) as being very
difficult, very confi-onting, umm, kind of returning from those sessions feeling quite
exhausted and quite angry...”
Another felt their trainee was a little older and had more life experience so could 
manage the relationship but commented: “ ...someone who maybe had less life 
experience ... could feel as if it was less of a learning opportunity and more of a 
negative experience hearing all the things we did wrong.”
Changes to the Scheme and Ideas for Future Service User Involvement
There was general theme that service user involvement in clinical placements 
was important but that supervisors were making an effort to support this in the absence 
of involvement from the University. Although one did recognise that due to the other 
commitments, “it kind of might not happen to the same extent.”
Two contradictory themes emerged about the scheme, firstly that it was “ ... a 
beneficial experience and one that I would think should be prioritised”. Secondly, the 
data indicates there were doubts among some of the supervisors about whether it met 
the objectives. One participant commented the scheme “was poorly conceived, yeah, 
and I’m not sure it ever worked”.
Although some supervisors saw value in the independent nature of the scheme, 
three commented they wanted to have a more clearly defined role and to be more 
involved, possibly through a “three-way meeting”. One supervisor suggested “... a 
trainee finding their own non clients to have some meetings with, which could be
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organised on the placement, that wouldn’t be difficult”. This would allow a local
meeting within the service. Another suggestion was “one off consultations” or
meeting with groups of service users would help to reduce the time commitment
required. One participant raised issues of whether this is an effective way for service
user views to be heard and considered.
I think that the jump to do anything really worthwhile, to be really effective,
you have to do more than having some meetings. I mean that you have to go
up much higher, much higher in the NHS hierarchy to have any effect.
We’re just struggling from the bottom up.
Discussion
This evaluation found mixed views about the Placement Advising Scheme. 
There is evidence supervisors saw value in the principle and felt it contributed 
positively to the professional development of trainee clinical psychologists. However, it 
was not without its difficulties. Themes of having no clear role in the scheme and it 
being independent to the placement were identified. However, the unique space was 
considered beneficial by trainees (Atkins et al., 2010) and service users (S. Holttum, 
personal communication, November 29, 2011). Although some supervisors also 
appreciated this, they indicated it hindered their ability to support the trainee and 
discuss the issues in supervision. Furthermore, concerns were raised that supervisors 
may have seen the scheme as separate from the placement. Greater collaboration 
between the university and supervisors may have helped to resolve these issues.
The challenges of the scheme included, finding time for the meetings, extra 
pressure, difficulty in the relationships (acknowledged by trainees, Atkins et al., 2010) 
and the meetings feeling contrived and awkward. Supervisors also reported the scheme 
was experienced as tokenistic and minimal, a view not shared by trainees (Atkins et al., 
2010). This evaluation did not consider why supervisors felt this way, but it may be
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related to the distance they had from the scheme. Several supervisors suggested the
service user perspective could be considered within the placement rather than as a
separate scheme.
There are several limitations within this evaluation. Although, telephone 
interviews proved to be an accessible method of data collection, the directive nature of 
the questions may have prevented the participants elaborating on their comments, hence 
limiting the quality of the data. The retrospective nature of the evaluation may also 
have affected recollection. Furthermore, the sample size was small which raises 
questions of whether the sample was representative, a larger evaluation may help to 
address this and clarify the results.
Inductive thematic analysis has been criticised for having no clear guidelines 
(Braun & Clarke, 2006). It is subjective as it is embedded in the researcher’s 
interpretation of the data. However, the researcher has attempted address this by 
presenting the analysis transparently. The opinion of a second researcher in the analytic 
process would have also helped to address this.
In conclusion, supervisors agreed on the importance of considering different 
perspectives; however they were unsure whether the scheme achieved this. From this 
evaluation it is suggested that future schemes of this nature should consider the time 
commitment for both trainees and supervisors by keeping the meetings local. Local 
connections may enable trainees to join a service user support group and take part in 
pre-existing activities which may help reduce the awkward nature of the relationship. 
Building on local relationships may also increase the impact on the wider service. The 
supervisors interviewed wanted a clearly defined role and some involvement to help 
them to support their trainees. This evaluation suggests that any further schemes need to 
be conceived and managed collaboratively between the university and the supervisors.
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The findings of this evaluation were disseminated to staff at the University
(appendix five).
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Appendices 
Appendix One -  Interview Schedule
Introduce Self. Re-cap on information letter, issues of consent, confidentiality and right 
to withdraw. Check that want to continue with interview
1. Did you feel you had enough information about Placement Advising Scheme? 
Prompt - How was this communicated to you?
Who gave you the information?
What else would you like to have known?
2. What did you view your role to be in the Scheme?
Prompt -  Would you have changed anything about your role?
3. What were your expectations of the scheme?
4. What did you think trainees’ expectations of the Scheme were?
5. Could you give me 2 or 3 examples of what you valued about the Scheme? 
Prompt - Did the scheme have any impact on the service you work in?
6. What was it about the scheme that you believed your trainees valued? (Give 2, 3 
examples).
7. What were the challenges for you as a supervisor?
Prompt - What impact did these have?
What support would you have wanted to manage these?
8. What do you think were the challenges for trainees?
9. In what ways do you think the Placement Advising Scheme contributed to the 
trainee’s professional development?
10. Was there anything you would change about the scheme?
11. Do you have any ideas about future opportunities to involve service users in the 
trainee placements?
12. Do you have any other comments about the Scheme?
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Appendix Two -  Information Letter for Participants
Dear
Evaluation of the University X Placement Advising Scheme.
I am a Trainee Clinical Psychologist at the University X and for my Service 
Related Research Project I have elected to undertake an evaluation of the Placement 
Advising Scheme on behalf of the University X.
I am aware that you were involved in the scheme a number of years ago. As you 
know, first year Trainee Clinical Psychologists were paired with a local service user or 
carer who they met on a monthly basis throughout their placement. The aims of this 
were to enrich each trainee’s experience by allowing them to access the views of service 
users and carers in a wider setting than their training usually allows. As well as giving 
service users and carers the opportunity to have genuine input into local services.
Your details have been passed to me as a Placement Supervisor who had a 
student on the scheme. The scheme has been evaluated from the perspective of both 
trainees and service users, however, an evaluation from the Supervisor perspective 
would add considerably to our existing knowledge about the impact and effectiveness of 
the scheme. I would therefore like to undertake a telephone interview with you to gain 
your perspective. The questions will broadly focus on your experience of being part of 
the scheme, your view on the impact of the scheme in relation to trainee’s professional 
development and ways in which it could be improved. We would also value any ideas 
you have about ways to involve service users and carer’s in trainee’s Clinical 
Placements.
The telephone interview would last approximately 15 minutes and could be 
conducted at a time to suit you, either in the working day or evening or at a weekend. 
The interviews will be recorded for transcription and analysis. All interviews will be
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anonymised as far as possible and the data will be securely stored on encrypted memory
sticks and given numerical identities to protect participant’s identities. The information
will be used by the University X staff as part of the evaluation of the whole scheme and
used when considering future projects.
If you have any further questions please don’t hesitate to contact me
on..........................  This research is being supervised by...............................................
who can be contacted via email on......................................
If you agree to be part of this evaluation project please respond to this letter by 
Friday 20th January with details of the times it would be most convenient to complete 
the interview. If I have not heard from you by this time I will attempt to make contact 
with you by telephone.
Thank you for your time.
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H
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2
H
g
f
LU
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Appendix Four -  Excerpt of Qualitative Content Analysis
Experience of the supervisor role in the scheme
Code Quotes / Text Identifier
No Role • I didn’t feel I had a role.
• Apparently I had no role.
• Other than that (making time) I had no role, 
apparently.
• I don’t think I had a view of my role.
Not Clear • This was actually one of the things that wasn’t clear.
• Yeah and that wasn’t clear.
• I almost thought I don’t need to deal with that 
(service user perspective) as a supervisor, which is 
perhaps, was not ideal on my part.
Facilitate Time • .. .apart fi-om, umm, you know allowing the time.
• ... other than just to facilitate the trainees release to 
go out and meet the service user.
As Clinical 
Supervisor
• (the scheme)... was providing a different view point 
to the view point I would bring, sort of, clinical 
supervisor.
• Discussions with the trainees about not so much the 
content of the mentoring ... but what they saw as 
the value of the scheme towards the end of the 
placements.
• ... and being supportive in principle, which I was.
• I had a role already as a supervisor of a firth year 
trainee... I guess I felt my role was really, no more 
than, just helping her draw out and considering how 
her contact with the service user representative 
influenced her understanding of things from the 
service user’s point of view.
• To support it (the scheme).
Independence • In some ways I saw myself as being independent to 
that and I thought it was important that the trainees 
had the freedom and the independence, it was their 
kind of service user / mentor and somewhat 
independent of clinical supervision.
• I didn’t want to, if you like, interfere with that 
process, because I thought it was important that it 
was somewhat an independent process.
• ... important that it remained independent to the 
clinical supervision.
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Appendix Five - Copy of e-mail acknowledgement of presentation
From: Clinical Director 
Sent: 01 June 2012 12:22 
To:
Cc:
Subject: SREP Feedback to clinical tutor meeting on May 22nd 2012 
Dear Jennifer
I am writing to thank you for your helpful and interesting presentation about your 
research into supervisors’ views of the service user advisory project. We enjoyed your 
presentation which was clear and thought provoking. It certainly made us think about 
some of the pitfalls in introducing new initiatives.
Thank you for undertaking the research and feeding it back to us.
Best wishes
Dr
Clinical Director
Psych.D Clinical Psychology Training Programme 
Dept of Psychology 
University X
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Appendix Six - Service Related Research Proposal Form
This form should be completed by the trainee, signed by the field supervisor and 
submitted to the course office by the deadline given in the course handbook.
Name
Please indicate by circling whether this project is:
• Audit
• Service evaluation
Please indicate by circling whether this project needs:
• NHS Trust R&D Committee approval
• Ethics committee approval 
No external approvaH^
Project title
An Evaluation of the Supervisor’s Perspective of the Placement Advising Scheme -  a 
Joint Project between x and y.
Background and rationale (Maximum 500 words)
In 2007 University x and y were jointly funded by the Higher Education 
Academy Psychology Network to develop a project in which trainee clinical 
psychologists would have a greater level of involvement with service users/carers. The 
project, named the Placement Advising Scheme, ran from November 2007 to August 
2010 and involved three cohorts of first year trainees on the Practitioner Doctorate in 
Clinical Psychology course in both universities. The scheme developed as a result of 
both Universities’ commitment to involving service users/carers in training future 
mental health professionals, demonstrated by having a Co-ordinator of Service User and 
Carer Involvement employed at both institutions.
The main aims of the project were to improve the relationship between trainees 
and service users, for trainees to learn from the experience of service users and to
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provide the opportunity for service users/carers to have an input into training future
clinical psychologists. Unlike previous service user and carer involvement, this project
was situated in the clinical placement aspect of the course.
Both University x and y had good contacts with service user/carer groups x, 
including x, x and x and these proved a good source from which to recruit potential 
Advisors for the scheme. However, the location of the Advisors meant that only trainees 
on placement in x NHS Trust were eligible to take part in this pilot project, with the aim 
of eventually being able to offer all trainees a similar experience in the future. Thirty 
eight trainees from the two Universities took part in the project over the three years.
The Placement Scheme Advisors, as they opted to be called, were reimbursed 
for their time and travel costs and were also offered training and group supervision by 
both Universities. They met with their designated Trainee for an hour each month over a 
ten month period (the pairings were based on the geography of trainee placements and 
Advisor’s location). Topics discussed included experiences of local mental health 
services; differences between psychiatrists, psychologists and psychotherapists; the 
birth of the service user movement and the carer’s role.
There was no additional time requirement for the trainee’s placement 
supervisors although the trainees met with their Advisor during placement time. It was 
expected that there would be discussions between the trainee and their supervisor based 
on the knowledge gained from their meetings with their Advisor. It is not known how 
frequently these discussions took place.
The Placement Advising Scheme came to an end in 2010 and has since been 
evaluated from the perspective of both trainees and service users through focus groups 
and feedback has generally been positive. The University x would like to find out about 
the experience of the supervisors involved in the scheme and how they believe this 
impacted on their trainee’s professional development. Although the scheme’s funding
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was not renewed, the University x is keen to continue to involve service users in their
training programmes and would welcome the supervisors’ ideas about how this might
be achieved.
Objectives
The overall objective of this evaluation is to explore the views the supervisors 
hold about the Placement Advising Scheme. The key areas which I have been asked to 
consider are;
* The extent to which the supervisors were aware of the scheme.
* The supervisors’ understanding of their trainees expectations of the scheme (if any).
* The supervisors’ beliefs about what their trainees valued about the scheme and what 
the challenges were.
* What the supervisors valued about the scheme and what they thought the challenges 
were.
* The supervisors’ view of how the Placement Advising Scheme contributed to the 
trainee’s professional development.
* Any ideas supervisors have for future opportunities to involve service users in the 
trainee placements.
Setting
The data will be collected from the supervisors who were involved in the 
Placement Advising Scheme through telephone interviews conducted during their 
working day. If this is inconvenient, supervisors will be asked to identify alternative 
times which would be more convenient, i.e. evenings or weekends.
Data sources
Thirty eight trainees from University x and y were involved in the scheme over 
the three years. A number of supervisors had more than one trainee on placement over 
the three years of the scheme. These Supervisors will be the initial focus of this
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evaluation. Should there be a low rate of response; supervisors who had a trainee
involved in the scheme on placement for a single year will be contacted. Finally,
supervisors of trainees on a split placement (i.e. not supervised solely by one
supervisor) will be contacted. It was felt that this was likely to be the most effective way
of developing a thorough evaluation within the limitations of this review, as these
supervisors would have greater experience of the scheme than others. At this time it is
not known how many supervisors from both Universities had trainees on placement
with them for more than one year. It is anticipated that up to twelve supervisors will be
interviewed as part of this evaluation.
Procedures
A selection of five to seven interview questions will be developed in 
collaboration with members of University staff who were involved in the scheme. The 
interviews are expected to last between 15 and 20 minutes. The supervisors will be 
contacted, initially by email, with an invitation to take part in the evaluation and if they 
agree, to gain their consent to undertake a telephone interview which will be recorded. 
They will also be asked to arrange a convenient time for the interview to take place. At 
the time of the interview, the supervisors will be asked not to refer to specific trainees 
by name for ethical reasons, as some are still current students at the Universities. The 
interviews will be recorded for transcription and analysis purposes.
Analysis
The interviews will be transcribed and analysed using grounded theory. The data 
will be coded to identify common themes within the responses and interrelations will be 
explored. This will enable conclusions to be drawn about the various experiences and 
provide indications of the strengths and weaknesses of the scheme from the supervisor’s 
perspective. It will also highlight suggestions for future projects of a similar nature.
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Service-related implications
Although the funding for this project has not been renewed, the University x are 
keen to continue to involve service users and carers in the training of future clinical 
psychologists. There has been evaluation of the scheme from the perspective of both 
trainees and service users, and research is currently being written up in relation to this. 
Accounts of the scheme have also been published by Cooke and Hayward (2010) and 
Atkins, Hart, O’Brien and Davidson (2010). Through this it has been possible to 
communicate the value of involving service users and carers in clinical psychology 
placements to a wider audience of other Universities offering the course.
The universities x and y recognise that it is essential to have the support of 
placement supervisors if similar projects are to be successful in the future. This 
evaluation will help the Universities to identify areas of strength in the project and ways 
in which it could have been improved to support similar future projects. Further, the 
data will help to assess the impact of service user involvement on the professional 
development of trainee clinical psychologists from the perspective of their supervisors. 
It is also hoped that the results of this evaluation will help to generate ideas for future 
projects to involve service users to a greater extent. In turn this may provide data which 
can be used in funding applications for similar projects.
Name of University supervisor:
Name of Field supervisor:
Signature of trainee: x Date: 25.11.11
Field Supervisor’s declaration: /  support the proposed project and methodology, and 
confirm that ethics/R&D approval is not needed/has been secured fo r  this project. 
Signature of Field Supervisor: x Date: 27/11/2011
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Final Reflective Account: On becoming a clinical 
psychologist: A retrospective, developmental, 
reflective account of the experience of training
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In my most recent mid-placement review, my clinical tutor commented on my
story of coming into training and invited me to consider whether my experiences have
altered my account. Inspired by this discussion I decided to take a narrative approach in
writing this account. Narrative therapy draws on ideas from systemic theory and social
constructionism and focuses on the way we all use stories to make sense of our lives. It
recognises that stories evolve in response to our experiences (Morgan, 2000). Clients
who partake in narrative therapy usually present with a problem or difficulty which is
pervasive in their lives. This is often referred to as a ‘problem saturated narrative’. In
therapy the client is supported to identify events which are in contrast to this narrative
(called unique outcomes or sparkling moments). They are also invited to consider
experiences that demonstrate personal resources which are unrecognised in the problem
saturated account. Through these discoveries alternative narratives can be constructed
(Morgan, 2000).
I would not consider my training experience as a ‘problem saturated narrative’ in a 
clinical sense. However, at the beginning of training I felt my experiences and personal 
qualities were insufficient to become the clinical psychologist I believed I should be. 
This perhaps equates to White and Epston’s (1990) recognition that dominant stories 
were often based on stories of unworthiness and failure, subjugating other stories about 
success. Throughout my training I have had my own ‘sparkling moments’ and come to 
recognise my own resources. In this account I will explore some events which helped 
me to develop both personally and professionally and consider how my view of a 
clinical psychologist has evolved. I will discuss my narrative in relation to my history, 
the skills I have learned, the challenges I have faced and my beliefs about what makes a 
‘good’ Clinical Psychologist.
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History
I have always been interested in people and wanted to help others, psychology 
provided an opportunity for me to do this. As an adolescent I was referred to a Clinical 
Psychologist for Cognitive Behaviour Therapy (CBT), unfortunately this was not a 
positive experience. Although, it led to a desire for me to be ‘better’ than the person I 
was referred to, it also led to an awareness of how easy it is to get it wrong and fear 
about what this might mean for clients. I recognise that I wanted the Psychologist to be 
the expert and improve my situation. On reflection, I think there was a mismatch 
between myself and the model; CBT treated my immediate symptoms but did not 
address their under-lying cause.
The Dominant Story
On reflection my narrative at the start of training might be described as a 
dominant story although it neglected the complexities of my experience (Morgan, 
2000). The stories we tell are also embedded in our culture and community (Gardner & 
Dzivedi, 1997). I live in a culture which has historically deferred to medical 
professionals as experts, stemming perhaps from early therapists seeking to make first 
order change (Mason, 1993). I also expected that a ‘good’ clinical psychologist would 
be an expert who made people better, which placed a lot of pressure on me.
In my experience the route into clinical psychology was clearly constructed and 
highly competitive, with individuals gaining experience as an assistant psychologist in 
several NHS services and then eventually being accepted onto the course. I did not take 
this path, instead following my interests and passions, working with vulnerable young 
people within the Criminal Justice System. When I applied for the Clinical Psychology 
course I did not believe I would be accepted. When I was offered a place, I felt certain a 
mistake had been made, after all I didn’t have the NHS experience which I felt was a 
pre-requisite for the role. This was reinforced by the Clinical Psychology training being
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such a competitive course, in 2011 when I applied only 16% of applicants were
accepted onto courses nationally (Clearing House for Postgraduate Courses in Clinical
Psychology, 2014). For me to have been accepted when I applied with no NHS clinical
experience, did not fit with my expectations of what a ‘good’ psychologist should be. A
consequence of this was lack of confidence in my own abilities and feeling like a
‘fi*aud’. I spent the early part of my training focusing on my belief that the other trainees
had more experience than me and were therefore better prepared for training. This
affected my confidence and contributed to my reluctance to practice skills which would
have helped build my confidence. However, through developing these skills I started to
consider an alternative narrative and recognise events and skills which contradicted my
dominant story.
Developing Alternative Narratives
One of the pre-requisites for being able to perform at our best is being supported 
by individuals we trust to help us should we need it (Bowlby, 1979). During my training 
there have been several people who have been influential in my development. I have 
been fortunate to have positive experiences of supervision both clinically and in my 
research. In addition I have learned a lot from other trainees and have appreciated being 
part of a personal and professional development group (PPD). My experiences in the 
PPD group have been discussed in previous reflective accounts and will not explicitly 
feature in this account although conversations from this group have contributed to my 
reflections and development.
Reflection and feedback has also helped me to identify experiences which 
conflict with my dominant narrative. Recognition of these events has helped me to 
develop alternative narratives which help to mediate my dominant narrative about not 
have the experience and knowledge to be a good enough Clinical Psychologist. 
Although there are times when I question my ability, I now have a more balanced view
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of my skills. In subsequent sections I will explore some specific other experiences or
‘sparkling moments’ through which these alternate narratives have developed.
Recognising my skills. Teaching early in the training course focused “basic 
therapy skills”, highlighting the importance of non-model specific skills necessary to 
form the therapeutic relationship. At this point I started to see the value of my previous 
experience and skills; this recognition contradicted my dominant narrative. Although I 
felt out of my depth with specific psychological models, I was able to identify some of 
my personal strengths. My experience of working with hard-to-reach populations meant 
I found engaging clients and forming therapeutic relationships came quite easily to me. 
My view of what makes a good psychologist also began to change. I started to consider 
that knowledge and expertise meant very little without being able to make a connection 
to the client.
Reflecting on my clinical experience I can identify several clients where I 
believe our relationship and my natural reaction to their experiences was a significant 
part of our work. For example, in my adult placement I worked with a client who had 
experienced significant trauma and complex grief. I was moved by her story and this 
was evident in our discussions. In later reflection with her, she told me this was the first 
time she had felt completely understood and validated. My reaction was a natural, 
human response to her traumatic story and I believed for a long time that I had 
responded in the same way that anyone would. However, through supervision I began to 
recognise that many people found sitting with these emotions challenging. I have since 
had similar experiences where I have recognised emotion in a client’s experience which 
has led them to feel understood and started the process of change. As I previously 
mentioned, this felt like a normal reaction for me and it took time and feedback for me 
to recognise it as a skill which I have come to value and use in much of my clinical 
work.
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Understanding myself as a psychologist. In our PPD groups we have been
encouraged to reflect on our personal development and we were asked to present our 
own cultural genograms. I identified that working with vulnerable people in a helping 
capacity was valued in my family and forms a key part of the jobs my relatives do. It is 
likely that their values of respecting, listening and empathising with others were passed 
on to me. I noticed in our conversations how psychologically minded members of my 
family are, something I had not previously realised and may have (unconsciously) 
contributed to my decision become a psychologist. Recognising that these subtle family 
influences are consistent with an alternative narrative in which I have some 
characteristics which I value in the role of a psychologist has helped to develop my 
alternative narrative. I think I had previously underestimated the role of personal history 
in contributing to my identity. As a result of this experience, I now actively consider the 
client’s history with them, helping them to recognise the strengths and resources which 
exist within themselves and their families.
In my training I have been drawn to systemic models of understanding 
behaviour and this has been reflected in my decisions about my specialist placement and 
major research project. I can see how my previous experiences may have contributed to 
my preference for these models. I come from a close family and to consider my 
narrative outside this context would be to neglect a significant aspect of my identity. 
From my work with children and families, it seemed to be common sense to recognise 
that individuals are influenced by their social network and do not live in a vacuum. In 
my child placement I worked with a mother and daughter, both of whom had difficult 
attachments and significant relationship problems. By taking systemic perspective I was 
able to help them to develop more understanding of the circularity of their relationship. 
This experience underlined the importance of understanding the wider context in which 
a client functions. Change happens on many levels and often requires changes in the
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wider system. I want to be a psychologist who is not only aware of these different levels
but also able to facilitate change in this way. I am aware I will need to continue to
develop these skills through good supervision; personal study and attending further
training events and workshops where possible.
Changing expectations of myself. My expectations of myself as a psychologist 
have changed significantly over my training and I can identify with Stoltenberg and 
Delworth’s (1987) Integrated Development Model. Although this model was developed 
to help guide the supervision process and is perhaps overly simple, it seems to fit with 
my experience. Stolenberg and Delworth suggested that trainees move from a self­
focused, anxious and dependent position through to being more able to focus on the 
client and starting to develop insight and autonomy.
I have achieved much in my life and I always expect to be the best I can be. 
When I started the course I was very concerned about getting things ‘right’. I put 
considerable pressure on myself, spending a lot of time reading and preparing for my 
placement and academic assignments. On reflection I was very self-focused. When 
clients did not attend or sessions did not go to plan I attributed this to a personal failure. 
I needed a lot of support, encouragement and reassurance, and relied on my supervisor’s 
knowledge. This experience is illustrative of the impact of my ‘thin’ narrative, where I 
had little confidence in my ability and could not see myself as a Clinical Psychologist.
It is hard to identify one event which enabled me to move to being less anxious 
and more able to focus on the client. As I gained more experience, knowledge and 
practice in therapy skills and models I began to feel more confident. I can identify many 
positive experiences with clients which demonstrated my developing skills and 
provided evidence that I could succeed as a psychologist. In a second year placement, I 
had a supervisor who was quite directive which challenged me. At that point in my 
training, I believe I was starting to develop my own autonomy and needed a different
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Style o f  supervision w hich  encouraged exploration o f  different v iew points (Stoltenberg
& Delworth, 1987). Although this was a difficult experience, on reflection it shows how
I had developed from the start of training.
Throughout my second year of training, I developed more insight into the role of 
a clinical psychologist, and began to move from feeling that I always had to be an 
expert. I was introduced to the work of Mason (1993) who suggested that therapists 
could take a position of ‘safe uncertainty’. This concept is also central in narrative 
therapy where the client is seen as the expert in their own lives (Morgan, 2000). 
Although many clients are initially uncomfortable with this position, it supports them to 
identify their own strengths and resources which might help them to change their 
relationship with their ‘problem’ (Morgan, 2000). I endeavour to take this position in 
my work as I believe it is more respectful and empowering for the client and more 
effective to support long-lasting change. I believe my own experience of seeing a 
Clinical Psychologist as an adolescent has influenced my position now. During that 
experience my recollection is that I was not given the opportunity to reflect on my own 
strengths, instead being advised to challenge thoughts and practice techniques which 
were not relevant or helpful. Yet in my view that psychologist was the expert and could 
not be challenged. I am now very aware of this power dynamic in therapy.
In one placement, I worked with a client who had experienced a psychotic 
episode. She found this label very difficult to accept and could not integrate it into her 
narrative in that form. I learned a lot from this client, recognising the importance of 
reaching a formulation which was acceptable to the client and respected her beliefs and 
culture. It also helped me to really think about what a diagnostic label might mean and 
how it may conflict with the client’s experience. I was given the opportunity to work 
with this client using narrative ideas, helping her to think of alternative ways create 
meaning from her experience. I began to see how systemic ideas seemed to fit with my
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own views about mental health. I was drawn to the concept of externalising symptoms
and enabling clients to have more control. I also liked the way that it was respectful and
non-blaming (Morgan, 2000), which seemed important given that the experience of
mental illness in many cultures is seen as shameful. I can relate to how we use language
to try to make sense of experiences and liked the positive stance of finding exceptions to
dominant accounts. This approach values the client’s experience and their own
meanings, rather than the meanings that professionals create. It is a model I hope to
continue to draw on in the future and has changed the way I work when using other
therapeutic models, encouraging me to ask different questions and explore different
topics.
My view of the role of a Clinical Psychologist also began to change. I started to 
recognise that the role of ‘expert’ which I had ascribed to the profession was unhelpful. 
I had set myself an expectation which I was never likely to achieve and in most cases 
would not be a helpful position for my clients. By taking on a non-expert position I 
found that I spent more time actively listening to my clients and less time trying to pre­
empt what might happen next in a session. This helped me to move away from making 
personal attributions about failure and encouraged me to think more about the client in 
context. I believe this was facilitated by my increasing knowledge of different 
techniques and models and my growing confidence in my own abilities. Supportive 
reflection in supervision also facilitated this change.
One of the most influential events in my training was failing a piece of academic 
work. It re-activated my original narrative that I was not good enough to be on the 
course. However, on reflection I’m glad it happened. Although at the time I was 
devastated, I recognised it did not discount my other skills and achievements. This may 
be seen as a sign that my alternative narratives were becoming more robust. It made me 
take a step back and evaluate my approach to the training course. I recognised I didn’t
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have a very balanced or realistic view of the course, which improved my personal health
and clinical practice. Failing also helped me in my client work, enabling me to
empathise with many of my clients who felt they had perhaps not met the expectations
of others.
Valuing diversity. Diversity is valued in our work as Clinical Psychologists. 
However, when I first started the course I misunderstood the meaning of diversity and 
underestimated its importance. Looking back on my first case report, I recognise I made 
a lot of assumptions about the client who on a superficial level appeared to be very 
similar to myself. We were both female, of a similar age, from the same culture and 
both in employment. This lead me to minimise the differences between us and the 
neglect the impact this might have on our experiences and work together. I have learned 
to consider diversity in much wider terms. In one of our Problem Based Learning 
assignments my group spent time exploring what diversity meant. We recognised 
aspects such as cultural diversity which we often neglected, sometimes because they 
seemed obvious and other times because they were hidden or more difficult to discuss. 
This experience led me to more actively consider diversity in my client work. For 
example one of my most enlightening conversations was when I was working with a 
young male who was unemployed. We talked about what this meant to him and how it 
had affected his identity and social experiences. This in turn led me to a greater 
understanding of his experience. I have also learned to value my own diversity, 
recognising how my story of becoming a Clinical Psychologist is different (and similar) 
to others and how this influences the psychologist I have become.
The wider role of a psychologist. As my training is reaching its conclusion, my 
sphere of awareness has widened from focusing on myself and my client work to 
thinking about the wider roles of a psychologist. In my training I have been supervised 
by experienced consultants who have helped me to become more aware of the
DISRUPTIVE BEHAVIOUR: PRIMARY SCHOOL TEACHERS’ EXPERIENCES. 150
leadership and management expectations of a Clinical Psychologist. They have also
provided me with valuable role models. On reflection, it is clear that my confidence in
my clinical competencies has grown; however, being a psychologist within a
professional team is still a challenge for me.
Within a clinical team I keenly feel the pressure to be an ‘expert’. I have tried to 
gain more experience of offering consultation to the teams which is helping to improve 
my confidence. In my final placement I am observing how my supervisor uses systemic 
ideas in the way that he works with the wider team. Through this I can see how he 
values the experience of everyone in the team which can be very liberating. The 
approach also recognises the strengths of each team member and leads to feelings of 
empowerment. From this position, there is less focus on the psychologist as the expert, 
instead drawing on the wider expertise of the team which feels like a more comfortable 
position.
Throughout my training it has been easy to defer to my supervisor when I attend 
team meetings, peer supervision groups or in consultation to other professionals. In my 
recent placements I have challenged myself to actively participate and recognise that I 
can make a valuable contribution. I have received positive feedback from colleagues 
which has helped me to continue to push myself out of my comfort zone and develop 
these skills.
Conclusion
Through the recognising my personal strengths and skills and applying them in 
different settings my confidence has increased significantly. My view of what a clinical 
psychologist should be has also changed. Rather than attempting to be an expert, my 
focus now is on helping to empower clients to use their own strengths and skills. I 
recognise that the knowledge I have gained of different theoretical models allows me to 
utilise different techniques to achieve this. I have learned to recognise my own diversity
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and to see this as a personal strength, which means I might approach situations
differently to colleagues and offer a unique perspective and understanding. I am hoping
to continue to develop my alternative narrative of not having get it ‘right’ all the time
and allow myself to experiment with things, knowing that they might not always work.
This will allow me to continue to develop my skills, learn from my mistakes and help
me become the Clinical Psychologist I would like to be. Through using the systemic
techniques I have learned, I hope to be able to recognise the skills and strengths of my
colleagues and support them to feel empowered in situations which are often
challenging. As I prepare to take up the position of a newly qualified psychologist I
hope to be part of a team where I will continue to be supported and encouraged to
develop my skills and share these with colleagues.
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Clinical Experience Record
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Community Mental Health Team (Adults) - 12 months
I worked as part of a multi-disciplinary team and a specialist psychological 
therapies team in an adult community mental health team. I undertook assessments, 
developed formulations and interventions and evaluated my work. My clients included 
individuals who presented with diagnoses of anxiety, depression, obsessive compulsive 
disorder (OCD), personality disorders, trauma, psychosis and difficulties managing 
anger. I mainly used Cognitive Behaviour Therapy (CBT) ideas and techniques 
although I was exposed to ideas fi*om psychodynamic, systemic and narrative traditions. 
I also worked with an occupational therapist in a day service, and together we designed, 
delivered and evaluated a group which utilised writing as a form of therapy. I conducted 
two WAIS III assessments with adult clients and produced reports with 
recommendations.
I delivered a presentation to a service user group about the role of a clinical 
psychologist and explaining services available in the area.
Community Team for People with Learning Disabilities - 6 months
I worked as part of a combined health and social care team for people with 
learning disabilities. I was involved in several cases where the client’s behaviour was 
seen as challenging and I supported teams to formulate and develop an understanding of 
this behaviour. I worked individually with two clients, both of whom had experienced 
bereavement. One of these clients lived in a residential home and I worked with the 
other in her family home and education setting. I conducted three psychometric 
assessments, using the WAIS IV and other tests to gather more information about the 
client’s difficulties.
I offered training to a residential home on recognising dementia in clients with 
Down’s syndrome and strategies to support these clients.
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Older Person’s Mental Health Community Team - 6 months
I worked as part of a multi-disciplinary team for adults aged 65 years and older. 
In this placement I worked with clients who presented with diagnoses of anxiety, 
depression, OCD, health anxiety and physical health difficulties conducting 
assessments, interventions and evaluations of therapy. I also worked with the carer of a 
client with late stage dementia. I mainly used CBT ideas and techniques although I was 
also exposed to ideas from Cognitive Analytic Therapy (CAT) and Acceptance and 
Commitment Therapy (ACT). As part of this placement I co-facilitated a CBT group for 
clients with symptoms of anxiety and depression. I was involved in assessment and 
evaluation of this group. I also conducted two psychometric assessments to assess for 
dementia, using the psychometric tests and assessments of pre-morbid functioning. I 
produced reports to share my findings with clients and their carers.
On this placement I delivered a presentation on managing challenging behaviour 
from people with dementia to a carer group.
Core Child and Adolescent Mental Health (CAMHS) Team - 6 months
I worked with children and young people who presented with diagnoses of 
anxiety, depression, specific phobia, deliberate self-harm and trauma and co-worked 
with other professionals where appropriate. I also worked with a child with a diagnosis 
of Autistic Spectrum condition (ASC) and anxiety. In this placement I mainly used CBT 
although I was also exposed to ideas from CAT and systemic therapies. I had the 
opportunity to work with a psychoanalytically trained colleague to deliver family work. 
I worked with colleagues and parents to manage risk concerns which arose in the course 
of the work.
I conducted an assessment of a child with suspected Attention Deficit 
Hyperactivity Disorder and another assessment for a child with suspected ASC,
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including school observations. I also conducted two psychometric assessments using the
Wise IV and in one case, I offered a consultation session at the child’s school based on
my findings.
On this placement I delivered a training day with a psychiatrist for staff from 
schools and children’s services on depression in children and young people.
Specialist Placement in CAMHS - 6 months
In my specialist placement I worked in a CAMHS team using a narrative therapy 
model. I worked with clients who presented with diagnoses of anxiety, depression, 
deliberate self-harm, hallucinations and difficulties managing anger. I also worked with 
a young person with a diagnosis of ASC and low mood. In this placement I developed 
skills in narrative therapy and learned how to integrate these with CBT ideas. I also 
received teaching on narrative therapy. I was involved in the family therapy clinic as 
part of the reflecting team and as co-therapist, learning about systemic ideas and putting 
these into practice. I also developed a group protocol for an anxiety management group 
for young people with another trainee clinical psychologist.
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Academic Assessments
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Year I Assessments
P r o g r a m m e
C o m p o n e n t
TITLE OF ASSIGNMENT
Fundamentals of Theory 
and Practice in Clinical 
Psychology (FTPCP)
Short report of WAIS-III data and practice 
administration
Research -SRRP Evaluation of the Placement Advising Scheme: The 
Supervisor perspective
FTPCP -  practice case 
report
CBT assessment for a young woman presenting with 
primarily obsessional OCD.
Problem Based Learning 
-  Reflective Account
Problem Based Learning: A Reflective Account
Research -  Literature 
Review
Teachers’ understanding of aggressive behaviour of 
children aged five to eleven: A literature review.
Adult -  case report An integrative assessment and intervention with a 
woman demonstrating a complex presentation of 
depression, anxiety, loss and transitional difficulties.
Adult -  case report CBT for depression: Assessment and intervention with a 
21 year old male with verbal difficulties.
Research -  Qualitative 
Research Project
Counselling and Clinical Psychology: The same, 
different or do we just not know?
Research -  Major 
Research Project 
Proposal
Major Research Project proposal form
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Year II Assessments
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P r o g r a m m e
C o m p o n e n t
TITLE OF ASSESSMENT
Research Research Methods and Statistics test
Professional Issues 
Essay
Advances in medical care mean that people with learning 
disabilities are living much longer lives. What are some 
of the challenges for older people with learning 
disabilities and their carers? What is the role of a clinical 
psychologist in supporting them with these challenges?
Problem Based 
Learning -  Reflective 
Account
Child Protection, Domestic Violence, Parenting, Learning 
Disabilities and Kinship Care.
People with Learning 
Disabilities- Case 
Report
Cognitive assessment with a 48 year old male with a 
diagnosis of learning disabilities to consider how his 
cognitive ability may contribute to an understanding of 
his challenging behaviour and help plan for his future 
care.
Personal and 
Professional Learning 
Discussion Groups -  
Process Account
Personal and Professional Learning Discussion Groups 
Process Account
Older People -  Oral 
Presentation of Clinical 
Activity
Measuring outcomes from a CBT group for anxiety and 
depression.
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Year III Assessments
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P r o g r a m m e
C o m p o n e n t
ASSESSMENT TITLE
Research -  Major 
Research Project 
Portfolio
Disruptive Behaviour: An interpretative 
phenomenological analysis of primary school teachers’ 
experiences.
Personal and 
Professional Learning -  
Final Reflective 
Account
On becoming a clinical psychologist: A retrospective, 
developmental, reflective account of the experience of 
training
Child and Family -  
Case Report
An intervention with a 15 year old girl and her mother 
using systemic ideas.
